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ABSTRACT 
STYLE AND POWER 
LEADERSHIP AND DEMOCRACY IN THE URBAN HIGH SCHOOL 
AN ANALYSIS OF TWO HIGH SCHOOLS 
MAY 1989 
RUBEN DE FREITAS CABRAL 
M.A., GODDARD COLLEGE 
Ed. D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Atron Gentry 
The purpose of this study is to analyze leadership and 
democracy in the urban high school. Two administrative 
models were chosen: one where administrators were appointed, 
(The Cambridge Rindge and Latin School, U.S.A.), and another 
where they were elected (Escola Secundaria de Pedro Nunes, 
Portugal). 
The methodology included a detailed historical research, 
in loco observations, interviews, and statistical analysis of 
data collected from a school climate survey administered to 
students, teachers, administrators, and support staff. 
E.S.P.N. was found to be a well developed school whose 
greatest strength was in its perceptions of Community and 
Equal Treatment, and C.R.L.S., while attesting strong 
feelings of community, gave its highest scores to Options and 
Goal Direction. 
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"For there is inborn in human 
nature a love of liberty — for 
liberty man's mind is convinced that 
it was made —and this love can by 
no means be driven out: so that, 
wherever and by whatever means it 
feels that it is being hemmed in and 
impeded, it cannot but seek a way 
out and declare its own liberty." 
Comenius (1592-1670), Via Lucis. 
"For in every act of love and 
will — and in the long run they are 
both present in each genuine act -- 
we mold ourselves and our world 
simultaneously. This is what means 
to embrace the future." 
Rollo May, Love and Will. 
XVII 
INTRODUCTION 
In the middle of the third year of my schooling, my 
father, a protestant minister in the Portugal of the 
fifties, had to move to the city of Oporto, the capital of 
the north of the country. Oporto, justly famous the world 
over for its wine, is a very old city, its most recent 
excavations showing habitations dating from the Vlllth 
century B.C. 
This move was very important for me. We had lived 
until that time in small and provincial cities, and Oporto 
was my first encounter with a big city, its problems, and 
its daily challenges. Although our house was located in a 
"good" area of the city, the corresponding public school 
was not. It was situated in the middle of the oldest part 
of the old town, halfway down a steep hill that leads to 
the river below. It was one of the ghettos of the city's 
poor, where life was misery and hope dormant. My parents 
hesitated between sending me there or to a protestant 
private school nearby. Education, however, is always a 
risk, and I was fortunate for being born into a family that 
never doubted the ability of their offspring to thrive in 
any situation. 
1 
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The school building was older than life itself. I do 
not remember any school yard, or for that matter, any bath¬ 
rooms. They must have existed though. I do remember quite 
vividly, however, my classroom. It was a rectangle of mid¬ 
dle proportions with a large window overlooking the Douro 
river below. My teacher was an older man. Balding. Rotund. 
He spoke with a raspy voice and his manners were brusque. 
And there was the noise: forty boys, rough, and street¬ 
wise, who expected from life only the ability to scrape 
together enough food to hold them through the next morning. 
My teacher, however, knew that education was libera¬ 
tion. He knew that education was power, and that if one of 
those boys was going to leave the ghetto of their present 
lives, his only way out would be through an education that 
meant something for him, and that would enable him to 
understand the world he would be soon joining. So his 
first decision was to ignore the official bell schedule. 
For us, school started at seven thirty in the morning, 
forty five minutes for lunch (instead of the usual hour and 
a half), and we rarely ended classes before seven thirty 
in the evening. His second decision was to abolish the 
tyranny of the textbook. His third act was to appoint 
teaching assistants who could help him educate those boys. 
He chose the four or five boys who did not need the school 
for what, in the circumstances, it could provide in 
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instruction. All of the chosen came, either from more 
affluent or better educated backgrounds, and could profit a 
lot more from an experience of leadership, than from formal 
lessons. Each one of us was made responsible for the 
learning of ten of those students. It was a tough assign¬ 
ment. I was a small boy, with no understanding whatsoever 
of the ways of the street. We had, of course, the author¬ 
ity of having been made responsible for ten students, 
including the administration of discipline, but this only 
made the job harder. It created a natural resentment 
toward us. Not only were we not the type of their natural 
leader — the street gang leader — but we were, by the 
nature of our job, exempted from some of the more tedious 
routine work of any classroom: having to read, having to 
write, having to compute endlessly. We could only survive 
in that assignment without a black eye or a broken limb by 
becoming leaders and earning their trust. And when that 
happened, their resentment and jealousy faded, and we 
became, in a certain way, a standard to be reached. Ten 
year old boys who become living standards and educational 
leaders are not infallible, nor are they immune from 
transforming teaching duties into eternal work exemptions, 
or from believing that they are better than the others. My 
teacher never lost, to our great dismay, any opportunity of 
exerting upon us the most strenuous discipline, and we 
received punishment for the smallest of infractions. We 
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were daily reminded, sometimes painfully, that we were 
all students, that we were all learners, that the act of 
teaching is the highest form of learning. 
In the school of St. Michael, in the parish of St. 
Benedict of the Victory, around 1955, the only known 
audio-visual was a map, an old map, which, nonetheless, 
gave us the information that maps usually give, plus the 
pictures and names of all the kings and gueens of Portugal. 
The teacher, however, knew of the importance of audio¬ 
visuals. He knew that those boys could not waste any time, 
not even the moments when we dreamily looked beyond the 
walls. Every inch of exposed surface was covered with the 
posters he had made, repeating to us, endlessly, the rules 
of grammar, telling us, with remorseless persistence, how 
to use the language of power. 
The day always started with a brief lecture by our 
teacher, and the rest was spent in groups. To form a 
circle, however, was quite difficult, since the desks had 
been bolted to the floor and could not be moved. So, some 
of us stood, others sat on the floor, or on the backs of 
the desks. The noise was deafening with three or four 
classes going on at the same time. But my teacher knew 
that that was a school, not a hospital, and that the word 
that empowers cannot be silent. 
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Many times, the teacher would leave for a full day 
assignment at another school, and he never allowed a 
substitute, or another teacher, in his classroom. He would 
generally leave me in charge for the eight or ten hours of 
the education of those students. And in two years there 
was never a problem. 
I have had before and after him many teachers, some 
very famous, men and women of letters and sciences, with 
long bibliographies after their names. Some were enter¬ 
taining, eloquent, gifted, and taught me many and good 
things. That teacher, however, whose natural tone of voice 
I hardly ever heard — he always had to shout above the 
standing noise — awakened in me the gift of myself. I do 
not remember any personal spoken word of praise, but his 
accepting silences meant more than all the encomia I have 
later received in life. He was a teacher, the most sophis¬ 
ticated leader I have ever met. He knew the vastness of 
his task and the limitations of his resources. He knew 
that the power he had as a teacher could only have signif¬ 
icance if it was put to good use and shared, not merely 
wielded. He knew that his mission, the education of those 
forty boys — and he was the last teacher many of them were 
going to have — could only be realized if he assumed the 
somewhat retired position of the strategist, while allowing 
others to be the tacticians. Above all he knew that a 
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leader, no matter the extension of his/her resources, 
cannot accomplish anything if he or she does not trust 
people intrinsically: their strengths as well as their 
weaknesses, their capacity for achievement as well as their 
natural differences of character, their good decisions as 
well as their silly errors. 
He was Cassiano Rebelo da Fonseca Ferreira. 
Cassiano Ferreira did not live in a democracy. He 
served, as a public school teacher, the authoritarian 
regime of the Estado Novo — the New State —as conceived 
and created by Salazar. I do not even know if he supported 
the regime, or disagreed with it and kept quiet, or if he 
was an active member of the opposition. Most likely he was 
never filled with the glory of being a believing member of 
the State, nor savored the romantic life of the resistance 
fighter. His eyes and words only betrayed the determina¬ 
tion to educate all of us, and to instill in us the gift of 
learning. His greatest strength was the ability to make 
everything possible, and everything simple. Hard but 
simple. Strenuous but feasible. And in his simplicity he 
achieved greatness. 
"Great leaders are great simplifiers" (Korda 1981), 
and this statement encapsulates a great formula for the 
success of the urban school. When students and teachers 
are accepted, and accept themselves for what they are, 
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without preconceived ideas, or discriminating assumptions, 
educational theories and practices can make sense and be 
efficacious. Many times we hide our inability to be free 
and open behind a complex system of rules and regulations, 
numbers and formulas, designed to ensure equality of 
opportunity and of access. Very often, however, these same 
stratagems, instead of freedom, opportunity, and access, 
beget a more sophisticated form of maintenance of the 
status quo: of affording equality of opportunity but 
restricting access; of ostentatiously offering access but 
defining in an excluding manner the parameters of perfor¬ 
mance at the different levels; of establishing structures 
which are apparently democratic, but whose actions are 
defined by authoritarian notions. 
Freedom and democracy, however, are higher forms of 
being with the world. And despite the many reverses they 
have suffered throughout history, they are like a seed, 
seemingly dormant, but very much alive. Even when oppres¬ 
sion and dictatorship prevail, freedom and democracy are 
part of the perceived reality. People know and feel that. 
They have very often chosen progress over stagnation, 
freedom over enslavement, democracy over dictatorship, 
education over ignorance and obscurantism. This choice is 
not the product of a moment, but bears fruit to an evolu- 
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tion sometimes longer than desired, always more painful 
than expected. 
In this evolution, education is one of the determining 
factors. If education is not rooted in freedom, justice, 
and democracy, it is not education, it is indoctrination. 
It does not foster an experiential knowledge of the world, 
but prescribes the enforced transmittal of perceived knowl¬ 
edge, which is opinion. It .does not lead men and women in 
the way of freedom, but it promotes the invasion of their 
minds through enslaving forms of being in the world. 
The purpose of this dissertation is to analyze the 
concepts of leadership and democracy from the perspective 
of urban high schools. The social demands and techno¬ 
logical breakthroughs of the last decades have brought into 
sharper focus the basic issues of organizational gover¬ 
nance. The revolution in the field of information has 
heightened the demand, and even facilitated the process for 
the development of more participatory managerial models. 
The perceived need for immediate response, however, which 
that same revolution has created, has been offered as a 
pretext for more centralized forms of government. The 
administration of schools has not been immune to this 
debate, and an enormous variety of literature has been 
published forwarding all kinds of proposals. 
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After the creative outburst of experimentation of the 
late sixties and seventies, schools today are confronted 
with the task of reexamining their forays into educational 
innovation, of assessing their effectiveness, and of deter¬ 
mining the shape of the school to be. The decentralization 
of the decision-making process seems to be an established 
fact to many theoriticians and researchers, but the degree 
of democracy of their proposed solutions varies consider¬ 
ably: from mere input into the definition of tasks, to the 
implementation of a full-fledged democratic process. 
Lately, the focus of the discussion has turned from the 
models of democratic governance, to the figure of the 
educational leader. The principal has been offered by many 
as the key element, or at least a very important one, for 
the achievement of effective schools. 
The role of leadership in organizational development 
is undeniable, but leadership assumes many forms and 
styles. An effective, but authoritarian leader may be able 
to attain great results, the organization, however, is 
usually characterized by its dependence on the leader, and, 
consequently, by the weakness of its internal structure. A 
democratic leader can, and must be the catalyst for the 
definition of an organization where all members are includ¬ 
ed in the making of decisions which affect their lives. 
Democratic leadership can also assume several forms. For 
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the purpose of this study, we will analyze two models: in 
the first, school administrators are appointed by the 
appropriate hierarchical echelons of the system, and, if 
given tenure, may generally remain in their positions at 
will? in the second, faculty, students, and support staff 
elect from among their members, and for a period of two 
years, delegates who will incorporate the governing organ¬ 
isms of the school: the Directive, Administrative, and 
Pedagogical Councils. 
This study will parallel the experience of the two 
leadership models mentioned above to assess their effec¬ 
tiveness in terms of school climate. It will bring into 
sharper focus questions related to the very working of 
schools: election versus appointment; The inter-relation¬ 
ship between the school, the larger system and the communi¬ 
ty; the problematic of the levels of intervention of 
central administration in the local school in a democratic 
context; and issues of power and control. 
The two systems will be studied through their applica¬ 
tion in two schools: the Cambridge Rindge and Latin 
School, of Cambridge, Massachusetts, and the Escola Secun¬ 
daria de Pedro Nunes, of Lisbon, Portugal. The geographi¬ 
cal location of the schools has immediate implications for 
the format and focus of this project. This study will, 
therefore, analyze in the greatest possible detail the 
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educational and cultural history of the two systems from 
their respective beginnings, thus enabling a better under¬ 
standing of the present situation. It will also provide 
educational practitioners with data relative to the effec¬ 
tiveness of the two different systems, as they are per¬ 
ceived in their socio-political-historical context. 
CHAPTER I 
DEMOCRACY AND LEADERSHIP IN EDUCATION 
The Theoretical Context of the Research Project 
The body of literature discussing the concepts and 
applications of leadership and democracy in school commun¬ 
ities is quite vast and has grown at an incomparable pace 
in recent years. After the tremendous eruption in cre¬ 
ativity of educational forms in the seventies, where long 
accepted definitions, traditional norms of procedure, and 
even the soul of the school was shaken to its very founda¬ 
tions, the eighties have been, in many cases, a decade of 
positive reappraisal and realignment, in others, of re¬ 
trenchment and reaction. 
When we talk of school democracy, leadership, or 
developmental theories, we are referring ultimately to 
school effectiveness. It is for the so-called betterment 
of schools that so much time is spent agonizing over the 
best administrative model, the most edifying curriculum, 
the greatest architectural design. 
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The business of the school is to provide men and 
women, young and old, with a forum where they can bring 
themselves to new experiences of fulfillment, confront 
their own being with the realities of other men and women 
in other times and other places, free themselves from the 
bondage of their own prescribed potential, and become human 
in the fullest and most daring meaning of the word. Such a 
calling predicates, inevitably, a climate impregnated by 
liberty and democracy. Only when learners and teachers can 
freely question what they see and think, does the school 
meet its challenge. Moreover, the particular, and I would 
say, the highest responsibility of the public urban high 
school is the education of young men and women from under¬ 
privileged backgrounds. This does not mean, however, that 
all others are to be neglected, or remitted to a secondary 
plane. It does, nonetheless, serve as a constant reminder 
that education in this country is, or at least ought to be, 
the great equalizer and the affirmation of the continuity 
of our democratic institutions. While there may be some 
debate about the first premise, the latter, that education 
is the best safeguard of democracy, leaves no place for 
questions. Democracy without an educated citizenry is a 
contradiction in terms. E. D. Hirsh, Jr. (1987) in his 
timely book "Cultural Literacy", states it quite bluntly: 
No modern society can hope to become a just 
society without a high level of universal literacy. 
Putting aside for the moment the practical argu- 
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merits about the economic uses of literacy, we can 
contemplate the even more basic principle that 
underlies our national system of education in 
the first place that people in a democracy can 
be entrusted to decide all important matters for 
themselves because they can deliberate and commu¬ 
nicate with one another. Universal literacy is 
inseparable from democracy. (...) Illiterate and 
semi-literate Americans are condemned not only to 
poverty, but also to the powerlessness of incom¬ 
prehension. Knowing that they do not understand 
the issues, and feeling prey to manipulative over¬ 
simplifications, they do not trust the system of 
which they are supposed to be the masters. They 
do not feel themselves to be active participants 
in our republic, and they often do not turn out to 
vote. The civic importance of cultural literacy 
lies in the fact that true enfranchisement depends 
upon knowledge, knowledge upon literacy, and lit¬ 
eracy upon cultural literacy (p. 12). 
Democracy. Morality. and Freedom 
The Cornerstones of Education 
To establish the theoretical framework for our re¬ 
search we will analyze first the theories of John Dewey, 
Lawrence Kohlberg, and Paulo Freire. They will serve as 
the basis for our understanding of the concepts of democ¬ 
racy, development, and freedom in an educational context. 
Our analysis will continue in the areas of leadership, 
power, and the nature of organizations, maintaining a 
perspective informed by democracy, by fairness, and by 
freedom. 
Dewev: Education for Democracy 
The idea of education as a catalyst for social 
development pervades all of Dewey's thinking (Dewey 1916, 
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p. 144) . In the same vein, culture, and mental enrichment, 
refer to the learner's interaction with other people and 
the world (p. 145). Dewey (1916) does not conceive the 
formation of a human person alienated from his or her 
surroundings: 
As a matter of fact every individual 
has grown up, and always must grow up, 
in a social medium. His responses grow 
intelligent, or gain meaning, simply 
because he lives and acts in a medium 
of accepted meanings and values. 
Through social intercourse, through 
sharing in the activities embodying 
beliefs, he gradually acquires a mind 
of his own. (...) The self achieves 
mind in the degree in which knowledge 
of things is incarnate in the life 
about him; the self is not a separate 
mind building up knowledge anew on its 
own account (p. 344). 
We may disagree with the radicalism of his thoughts, but it 
is undeniable that our development is predicated in its 
largest measure by the environment into which we are born. 
Life in society requires from the student a constant inter¬ 
action with, and learning about, his/her human and natural 
surroundings. It requires also an attitude of choice and 
respect toward him/herself, as well as toward other people 
(Dewey 1916, pp. 47-48). 
Dewey (1916), however, does not view education as a 
purely natural social process. Not all societies are good, 
in a moral sense, and therefore: 
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(...) a criterion for educational 
criticism and construction implies a 
particular social ideal. The two 
points selected by which to measure the 
worth of a form of life are the extent 
in which interests of a group are 
shared by all members, and the fullness 
and freedom with which it interacts 
with other groups. An undesirable 
society, in other words, is one which 
internally and externally sets up 
barriers to the free intercourse and 
communication of experience (p. 115). 
The good society is the democratic society which is 
rooted on the concepts of participation and equality. The 
interaction of people is, by definition, a consequential 
phenomenon. Indeed, the dynamic nature of participation 
leads inevitably to the change of human institutions. 
Participation without equality, however, does not promote 
democracy. In a democratic context, participation could be 
defined as a dynamic interaction of people, based on 
equality, for social change. Dewey (1916) explains it this 
way in the following passage: 
A society which makes provision for 
participation in its good of all its 
members on equal terms and which 
secures flexible readjustment of its 
institutions through interaction of the 
different forms of associated life is 
in so far democratic. Such a society 
must have a type of education which 
gives individuals a personal interest 
in social relationships and control, 
and the habits of mind which secure 
social changes without introducing 
disorder (p. 115). 
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Two other concepts are forwarded in these last two 
quotations: (1) education as the sharing of experience, in 
opposition to the sharing of just ideas or the transmission 
of prescribed knowledge; (2) the organic nature of soci¬ 
ety, where the interaction of components affects the whole 
system. The concept of society as a living organism is 
quite akin to the one later developed by the proponents of 
the systems analysis theories, while the first, education 
as the sharing of experience, informs much of the thinking 
of other great educators such as Kohlberg and Freire. 
The sharing of experiences predetermines immediately a 
form of education based on the participation and empower¬ 
ment of all learners and teachers. Moreover, it dilutes 
the dichotomy between learners and teachers since both have 
experiences, albeit different in scope and degree. Experi¬ 
ence, also, is not defined by Dewey, as a mere collection 
of the anecdotes of life. Quite to the contrary, it 
announces the basis of Freire's (1970) praxis = action + 
reflection (p. 169). 
Dewey's (1916) insights into the nature of the 
learner, of education, and of society, describe life in a 
democratic society. Democracy, as understood in western 
terms, is the vehicle for the full development of each 
person. Democracy, however, without freedom is a contra¬ 
diction: 
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Regarding freedom, the important thing 
to bear in mind is that it designates a 
mental attitude rather than external 
unconstraint of movements, but that this 
<3^1 ity of mind cannot develop without a 
leeway of movements in exploration, 
experimentation, application, etc. (...) A 
progressive society counts individual 
variations as precious since it finds in 
them the means of its own growth. Hence a 
democratic society must, in consistency with 
its ideal, allow for intellectual freedom 
and the play of diverse gifts and interests 
in its educational measures (p. 357) . 
Dewey's (1916) thought also runs contrary to some of 
the fashions of today, such as the movement toward basic 
skills, or minimal competencies. Such movements, although 
well intended, do not benefit students, especially those 
coming from underprivileged backgrounds. Schools, who 
adhere strictly to such a philosophy, end up, many times, 
turning the minimal competencies into maximal competencies. 
Such movements do not promote democracy, because they are 
more concerned with the minimal functionality of students 
in society, than they are with their full development 
(p. 226), which is a condition sine qua non for an 
effective democratic society. 
Above all, the school is called to announce the good, 
although utopian, society of tomorrow: 
We may produce in schools a projection 
in type of the society we should like to 
realize, and by forming minds in accord with 
it gradually modify the larger and more 
recalcitrant features of adult society 
(Dewey 1916, p. 370). 
19 
Kohlberg: Moral Education and Democracy 
In the grand tradition of Socrates, Dewey and Piaget, 
Kohlberg took the ideals and aims of education to new 
heights and opened new perspectives to the concept of 
school democracy. Central to Kohlberg's thought are his 
theses and research in moral development and moral 
education. Moral education is, for Kohlberg (1975), the 
foundation of the school, and it is futuristic, it 
announces the world as it should be by experimenting with 
it in the present: 
A theory of moral education is ultimately 
not a psychology but a Utopia, a model of the 
nature of a just society, the good man in such 
a society and of the educational practices and 
institutions of a just society which would help 
men become more just (p. 2). 
Three general aims of moral education can be identified in 
the passage quoted above: (1) a just society, (2) a just 
man, (3) a just school. The unchanging qualifying factor 
in all three, is the word just. This means that, for 
Kohlberg, justice is at the heart (indeed it is the very 
heart) of moral education. Society, man, and school are 
not just by nature. They can, however, become just. The 
passage from being into becoming presupposes movement, 
action, and development. Development in moral education 
cannot occur at the cognitive level alone. As Kohlberg 
(1975) argues: 
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Moral development depends upon stimulation 
in cognitive-structure terms, but this stimulation 
must also be social in nature, the kind that comes 
from social interaction and from moral decision¬ 
making, moral dialogue, and moral interaction. 
"Pure cognitive" stimulation is a necessary back¬ 
ground for moral development but does not directly 
engender moral development. (...) of more 
importance than factors related to the stimulation 
of cognitive stage are factors of general social 
experience and stimulation. We call these factors 
role-takina opportunities. What differentiates 
social experiences from interaction with things 
is the fact that social experience involve role 
taking, taking the attitudes of others, awareness 
of their thoughts and feelings, putting one 
self in their place (pp. 31-32). 
The Kohlbergian concept of social experience is more 
specific than the one advanced by Dewey. Role-taking 
forces the student to identify, analyze, and assume another 
person's position in order to justify his or her choice and 
course of action. 
For Kohlberg (1970), justice has the primacy of all 
moral principles: 
Our major and most controversial claim is 
that the only "true" (stage 6) moral principle 
is justice. We shall claim that human welfare 
is always at the core of morality but, that, at 
the principled level, welfare considerations 
subsumed under the heading "justice" take 
priority over other "principles". (...) We take 
the word "justice" to mean a moral resolution 
of competing claims. (...) The utilitarian 
principle of justice, "consider everyone s 
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happiness equally", is not a working principle 
of justice. Our conception of justice dictates 
that we consider every man's claims equally, 
rather than considering every man's happiness 
equally (p. 64). 
If justice is the principal moral stage, then the 
individual, the school, and society have to comply with the 
demands of a just community. As Kohlberg (1975) states: 
"Central to justice are the demands of liberty. equality. 
and reciprocity" (p. 5). Freedom, equality and reciprocity 
bespeak a democratic state of government (Kohlberg 1981, p. 
95) . Democracy, however, does not promote, by itself, the 
good of a society. The good society only happens when its 
citizens reason at a moral level (Kohlberg 1975, pp. 2-3). 
Democracy better promotes the good of society when it 
has a moral purpose, when its goal is the normal and 
natural development of its citizenry. As Kohlberg (1981), 
explains: 
A notion of education for development and 
education for principles is liberal, democratic, 
and non-indoctrinative. It relies on open 
methods of stimulation through a sequence of 
stages, in a direction of movement that is 
universal for all children. In this sense it is 
natural (p. 95). 
Schools, however, have great difficulty in accepting, let 
alone implementing, the guiding principles formulated by 
Kohlberg. And even when many of them sincerely try to 
institute such an environment, the most that they are able 
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to achieve is the creation of a more humane social setting, 
not a democratic structure conducive to the development of 
students (Kohlberg 1975, Chap. 29, p. 14, Chap. 1, p. 8). 
The key to the formation of good citizens is a devel¬ 
opmental methodology of moral education. No more moral¬ 
izing, no more transmittals of a prescribed truth, no more 
teaching of a pre-arranged reality. Students can only 
learn to be good citizens, citizens capable of making moral 
decisions, when they are afforded the opportunity to do it 
in a climate free of prescriptions. Moral growth, however, 
is not a process that can be led in isolation: it is first 
and foremost a process of meeting the world (Kohlberg 
1975, Chap. 29, p. 15). 
Only the active participation in a community that 
shares the same goals, aspirations, norms of conduct, and 
is "a whole which is more than the sum of its individual 
parts" (Kohlberg 1975, p. 16), can provide the student with 
the opportunity to develop the necessary frame of mind that 
will lead him or her in the way of becoming a good citizen. 
The joint efforts of such men and women can transform the 
world and make it a better one (Kohlberg 1975, Chap. 1, 
p. 3). The school shoulders a tremendous burden in the 
creation of a better world. Issues of morality which are 
issues of justice, and are, therefore, issues of rights of 
individuals, concern schools as much as they do churches, 
23 
courts, or the government itself. And this, because the 
school not only is a mirror of society as it exists in the 
present, but also because the school ought to project in 
its structures and modus operandi, the desired, although 
utopian, moral world of the future. In this way, the 
school is an agent for social change. Kohlberg (1981) has 
very definite ideas about this: 
Public education is committed not only to 
maintenance of the rights of individuals but 
also to the transmission of the values of 
respect for individual rights. The school is 
no more committed to value neutrality than is 
the government or the law. The school, like 
the government, is an institution with a basic 
function of maintaining and transmitting some, 
but not all, of the consensual values of 
society. The most fundamental values of a 
society are termed moral. and the major moral 
values in our society are the values of justice. 
From my point of view, then, moral education 
may legitimately involve certain elements of 
social reform if they bear directly on the central 
values of justice on which the public schools are 
based (pp. 37-38). 
The passage above demonstrates three major points: (1) no 
education is neutral; (2) a higher level of "institutional 
justice" will foster a higher understanding of justice; 
(3) the notion of the school as an agent for social change. 
Paulo Freire will take the issue of the non-neutrality of 
education to new and quite definite perspectives, but 
Kohlberg, although always hesitant in aligning his thinking 
along political coordinates, cannot avoid the acknowledge¬ 
ment that education is eminently a political statement, 
regardless of its form or content (Kohlberg 1975, pp. 7, 
65-66-67). 
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Moral development occurs more naturally in a demo¬ 
cratic setting, because students need to understand the 
fairness of the rules that govern their lives (Kohlberg 
1975, Chap. 29, p. 29). Such a task is quite difficult. 
First, teachers are, many times, reluctant to act as moral 
educators, because they either feel lacking the authority, 
or they feel uncertain about the universality of their 
beliefs (Kohlberg 1975, Chap. 14, p. 1). 
Freire: Education for Freedom 
Paulo Freire brings another dimension to the 
problematic of education. For Freire the act of educating 
the young is eminently a political act. While Dewey and 
Kohlberg alluded often to this premise, it is Freire (Shor 
1987) who demonstrates systematically the inherent polit¬ 
ical nature of education: "Besides being an act of knowing, 
education is also a political act. That is why no pedagogy 
is neutral (p. 13)." Schools are not the shapers of soci¬ 
ety. They are molded, rather, by society for its own 
preservation, and they reflect the wishes and thinking of 
those in power. Therefore, education is eminently polit¬ 
ical in its very nature: it either serves to maintain 
control over people, or it foments the liberating process 
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of human beings; it is either education for domestication, 
or education for liberation. Freire (1985) states it in 
this way: 
It would be extremely naive to expect the 
dominant classes to develop a type of education 
that would enable subordinate classes to perceive 
social injustices critically. 
This demonstrates that there is no truly 
neutral education. An ingenious consciousness, 
though, might interpret this statement by at¬ 
tributing a lack of neutrality to an educational 
practice in which educators simply don't respect 
learners' expressiveness. This is in fact what 
characterizes the domesticating style of education. 
Education of a liberating character is a 
process by which the educator invites learners 
to recognize and unveil reality critically. 
(...) 
The domesticating process is in itself 
prescriptive; the liberating dialogical. 
Education for domestication is an act of 
transferring "knowledge," whereas education for 
freedom is an act of knowledge and a process of 
transforming action that should be exercised on 
reality (p. 102). 
And he states further: 
Although the educator in the domesticating 
model always remains the educator of learners, the 
educator for freedom has to die, so to speak, as 
the exclusive educator of learners, that is, as 
the one educating them. Conversely, the educator 
must propose to learners that they too die as the 
exclusive learners of educators so that they can 
be reborn as real learners — educators of the 
self-educator and self-learner. 
Without this mutual death and rebirth, 
education for freedom is impossible (p. 105). 
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Education is, thus, not a descriptive form of knowing about 
something, but a critical study, by all learners, of an 
object of knowledge through praxis for the transformation 
of reality. The world is not a place to be absorbed 
through memory, but it is the mediator of knowledge, it 
becomes the reality to be changed by human critical think¬ 
ing, human reflection, and human transforming hands. Paulo 
Freire (1985) affirms it in this manner: 
In epistemological terms, the object of 
knowledge isn't a term of knowledge for the 
knowing subject, but mediation of knowledge. 
(...) To read is to rewrite, not memorize, the 
contents of what is being read. (...) 
In humanistic terms, knowledge involves a 
constant unity between action and reflection 
upon reality (p. 100). 
Freire's analysis of the poor, of the context of their 
poverty, and above all, of the causes, processes, and 
effects of the phenomenon of domination on people, is 
crucial to the formulation of an educational policy that 
addresses the needs of the urban school population. Quite 
often, school programs are born, not of an assessment of 
need, but of the opportunity to test a convenient idea. 
Galbraith (1986) calls this the "convenient reverse logical 
process of thought" (p. 35). And so it is with most pro 
grams designed to increase test scores. Very seldom do 
they relate to the learning needs of students. Most often 
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they are mere attempts at solving a politically embarrass¬ 
ing situation for the school administration and faculty. 
For Freire (1983b), we do not exist as an intrinsic 
component of the world, subject to its laws, and with a 
predetermined future. We exist, rather, with the world in 
the context of time. The temporality of human existence 
gives us the ability to view our actions in an environment 
of freedom. Because we exist in time, we can analyze 
rationally our past, present, and future, and gear our 
action accordingly. In this fashion, we are free to par¬ 
ticipate in the creation and transformation of the world 
(Freire 1973b, p. 6). Unfortunately, the domination of 
human beings by human beings prevents large segments of 
humanity from the enjoyment of freedom, and, therefore, 
from the act of creating and re-creating the world: 
Ordinary men do not perceive the tasks of 
the time? the latter are interpreted by an 
"elite" and presented in the form of recipes, 
of prescriptions (Freire 1973b, p. 6). 
This prescription of the world defines education as 
indoctrination. Freire (1970) calls it "the banking 
concept of education": 
(...) instead of communicating, the teacher 
issues comuniques and makes deposits which 
the students patiently receive, memorize, and 
repeat (p. 58). 
28 
This control of people through the banking concept of 
education can never be complete, because human beings do 
not live inside the world, but with the world (Freire 1985, 
p. 68), that is, we are not shaped by reality, rather, we 
can change reality as we re-create the world. As Freire 
(Shor 1987) explains it: 
I think, for example, that the dominant 
ideology 'lives' inside us and also controls 
society outside. If this domination inside and 
outside was complete, definitive, we could never 
think of social transformation. But, transfor¬ 
mation is possible because consciousness is not a 
mirror of reality, nor a mere reflection, but is 
reflexive and reflective of reality. 
As conscious human beings, we can discover 
how we are conditioned by the dominant ideology. 
We can gain distance on our moment of existence. 
Therefore, we can learn how to become free through 
a political struggle in society (p. 13). 
The perception and transformation of reality is, as we have 
seen, at the very center of the educational process. 
Education that liberates and enhances people's human¬ 
ity has to spring from the interaction of teachers and 
learners in the process of discovering the world for the 
transformation of the world. Education is, thus, a dia¬ 
logical phenomenon: 
Without dialogue there is no communication, 
and without communication there can be no true 
education. Education which is able to resolve 
the contradiction between teacher and student 
takes place in a situation in which both address 
their act of cognition to the object by which 
they are mediated (Freire 1970, p. 81). 
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The inference here is that dialogue is essential, that 
indeed it is part of the very essence of democracy. 
Democracy cannot subsist in silence: "To glorify democracy 
and to silence the people is a farce; to discourse on 
humanism and to negate man is a lie" (Freire 1970, p. 80). 
In a democratic setting, then, the role of the teachers/ 
learners is not one of imposing a set of ideas, processes, 
or methods however well intended, but to guide, to foster, 
to prod their learning process. This means that the 
teachers/learners need to break the barriers of silence, 
and therefore, of dependence: 
Only when the people of a dependent 
society break out of the culture of silence 
and win their right to speak — only, that 
is, when radical structured changes trans¬ 
form the dependent society — can such a 
society as a whole cease to be silent toward 
the director society (Freire 1985, p. 73). 
In Freirean thought, teachers and students do not 
exist inscribed on a vertical structure, they inter-relate 
democratically and through dialogue in an horizontal plane 
(Freire 1970, p. 79). With Dewey and Kohlberg, Freire 
states that democracy can only be assimilated through 
experience (1973b, p. 36). 
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Education for freedom cannot be an abstract notion, 
cannot be based on silence, cannot be an inert form of 
knowing. Rather, education that is based on the respect 
for the humanity of men and women has to be founded on the 
scientific study of a concrete world, has to be formed in 
the word that empowers, must lead to the continuous trans¬ 
formation of reality, from a state of being for a few, into 
that of becoming the realm of all human beings. Freire 
(1970) affirms this quite eloquently: 
Human existence cannot be silent, nor can 
it be nourished by false words, but only by 
true words, with which men transform the 
world. To exist, humanly, is to name the 
world, to change it. Once named, the world 
in its turn reappears to the namers as a 
problem and requires of them a new naming. 
Men are not built in silence, but in word, 
in work, in action-reflection. (...) 
Dialogue is the encounter between men, 
mediated by the world, in order to name the 
world. (...) And since dialogue is the 
encounter in which the united reflection and 
action of the' dialoguers are addressed to 
the world which is to be transformed and 
humanized, this dialogue cannot be reduced 
to the act of one person's "depositing" 
ideas in another, not can it become a simple 
exchange of ideas to be "consumed" by the 
discussants. Nor yet is it a hostile, 
polemical argument between men who are 
committed neither to the naming of the 
world, nor to the search for truth, but 
rather to the imposition of their own truth. 
(_) it is an act of creation? it must not 
serve as a crafty instrument for the 
domination of one man by another. The 
domination implicit in dialogue is that of 
the world by the dialoguers; it is conquest 
of the world for the liberation of men. (...) 
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Founding itself upon love, humility, 
and faith, dialogue becomes a horizontal 
relationship of which mutual trust between 
the dialoguers is the logical conseguence 
(pp. 76-77, 80). 
Implicit in Dewey, Kohlberg, and Freire is the under¬ 
standing of a world that is imperfect, and of the duty and 
capacity of human beings to overcome and transform that 
imperfection into a state as close to perfection as possi¬ 
ble. The role of education, and consequently of the school 
as a central forum for education, is to empower men and 
women with the ability and the knowledge to achieve that 
goal. This journey cannot be solely an intellectual 
exercise, it "cannot be made within their consciousness. 
It must be made in history" (Freire 1985, p. 128). The 
journey toward a liberating conquest of the world for all 
people has to be the existential experience of men and 
women throughout the continuous todays of history. It 
cannot be the result of the expressed wishes of singular or 
collective personae. It must be the outcome of human 
experience, as men and women, in a dialogical fashion, own 
reality. It is a process that is incomplete by its very 
nature, as history is incomplete. It is a process deter¬ 
mined by our action as far as it is possible: "Throughout 
history one does what is historically possible and not what 
one would want to do" (Freire 1985, p. 171). This also 
defines the developmental nature of education, as Dewey and 
32 
Kohlberg discuss in their studies, and it affirms the true 
nature of the democratic educational leader (Freire 1985): 
The difference between the educator and the 
student is a phenomenon involving a certain 
permanent tension, which is, after all, the 
same tension that exists between theory and 
practice, between authority and freedom, and 
perhaps between yesterday and today. 
When educators are conscious of this 
tension and this difference, they must be 
constantly alert to not letting these 
differences become antagonistic. What we 
have to do is to live each day with the 
learners and cope with this tension between 
us — a tension that is reconcilable. 
Recognizing this situation as reconcilable, 
and not antagonistic, qualifies us as 
democratic educators, not elitists and 
authoritarians (p. 177). 
With Dewey and Kohlberg, Freire affirms the futuristic 
nature of education. For him, education that liberates is 
utopian and nurtured by hope. This concern with living the 
world of tomorrow as today's experiment must transcend the 
idealistic level of experience. It must, therefore, be 
based on two prongs of action: denunciation of dehumanizing 
situations, and annunciation of the transformed world of 
the future. In this way, tomorrow's reality is today's 
denounced situation and announced reality. And in the 
dynamic of denunciation and annunciation resides the 
historical permanence of hope in education for freedom. 
The absence of prophecy in education does not promote 
development. As Freire (1985) states: 
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When education is no longer utopian, 
that is, when it no longer embodies the 
dramatic unity of denunciation and annun¬ 
ciation, it is either because the future has 
no more meaning for men, or because men are 
afraid to risk living the future as creative 
overcoming of the present, which has become 
old. (...) There is no prophecy without 
risks (pp. 58, 139). 
Summary: The concepts of democracy, justice, and freedom 
must become the axiomatic principles for the school, if our 
civilization is, as I believe that it ought to be, deter¬ 
mined to build a peaceful and free world. The transition 
from such an intellectual abstraction into reality, can 
best be achieved through the transformation of men and 
women into beings capable of interacting, socially and 
politically, on a dialogical basis; willing to respect each 
other's views; committed to insure the freedom of every 
human being. 
There can be no real democracy without the concept of 
justice. Democracy without justice can easily become 
another, although more sophisticated, form of oppression. 
Worse, it can become a source of evil. Moral reasoning 
brings to the democratic function a higher sense of purpose 
and a commitment to be right and to be fair. The idea of 
justice, although one of the supreme principles of human 
interaction can become an arid abstraction. The humaniza- 
ation of the concept of justice passes through a dialogical 
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stage, or as Gilligan (1982) stated, through the dynamics 
of responsibility and of relationships: 
This conception of morality as concerned 
with the activity of care centers moral 
development around the understanding of 
responsibility and relationships, just as 
the conception of morality as fairness ties 
moral development to the understanding of 
rights and rules. 
(...) Just as the language of responsibility 
provides weblike imagery of relationships to 
replace a hierarchical ordering that 
dissolves with the coming of equality, so 
the language of rights underlines the 
importance of including in the network of 
care not only the other but also the self 
(pp. 19, 173). 
Democracy, fairness, and care, thus, define the basic 
structure of human interaction. It does not give, however, 
a tangible purpose for such interaction. Subjacent to 
every human intercourse must be the idea of freedom. For 
democracy without freedom is intellectual tyranny; fairness 
without freedom is intellectual hypocrisy; care without 
freedom is paternalism at best. Only in the context of 
freedom does democracy, fairness, and care foster human 
development that is morally acceptable. Freire's insis¬ 
tence on this issue betrays an experience where most of 
these words are used, but people are still oppressed. He 
heard democracy and saw oligarchy, fairness and saw dis¬ 
crimination, care and saw enfeebling charity. The achieve¬ 
ment of freedom must sometimes pass through that of liber- 
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ation. We may even say, that the continued survival of 
freedom must undergo the sustained affirmation of every 
person's freedom. Unless every human being fully under¬ 
stands his or her ownership of the world, unless every 
single human being is afforded the process which leads to 
this realization, democracy, fairness, and care will be but 
an intellectual exercise in futility, or at worst, the 
restricted province of a very few. 
As a prophetic institution, the school must be demo¬ 
cratic. Does this mean that everybody rules? The answer 
is definitely yes. Disconnected rule, however, is 
anarchy, and anarchy cannot promote the development of 
democracy. The school must be comprehended as a system 
where every person and every group has a function. They 
are all equal, but they have different attributions. The 
democratic process is, thus, assured through dialogue, 
through the frank, open, and focused interaction of human 
beings. 
Style and Power 
The Essence of Leadership 
In a democratic society, schools must be defined in 
the context of democracy, as understood by Dewey, of 
justice and care, as Kohlberg and Gilligan affirmed, and of 
liberty and liberation, as Freire so forcefully proposed. 
It also in this trilogy of thought that the role of the 
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educator/ leader should be defined. The definition of this 
role has been quite controversial. American educators 
continue to hesitate between systems that can make schools 
predictable, manageable, risk-free, schools that promote an 
education that is sanitized, pasteurized, biologically 
inert, and schools governed by someone who is accountable, 
can solve problems, fix disagreeable things, and be in 
charge. 
There is no reason, however, why one has to exist only 
at the expense of the other. Systems are needed, as 
leaders are indispensable. It is not one option or the 
other that will foster, by definition, morally good educa¬ 
tion. Only when leadership and systems are comprehended 
and defined within the context of democracy, justice, 
dialogue, and freedom; only when education ceases to be 
indoctrination and becomes a process that enhances the 
humanity of the teachers/learners for an understanding and 
transformation of the world; only when schools refrain 
from forcing students to adapt to their idiosyncrasies and 
start integrating their modus operandi with the experien¬ 
tial needs of students, only then, will schools be able to 
perform their assigned duties, and education achieve its 
greatest potential. 
The mission of the school cannot be accomplished 
without leadership. Research has shown that effective 
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leadership is a condition sine qua non for the improvement 
of schools. Many researchers, however, tend to identify the 
most important manifestation of leadership with the actions 
of the leader. Principals are many times portrayed as the 
sole source of leadership. Reporting on the results of 
thirteen studies of leadership, decision making, and change 
in American secondary schools, involving over one-hundred 
selected schools, and conducted by the staff of the Project 
on the Administration and Organization for Instruction in 
the Wisconsin Center for Education Research at the Univer¬ 
sity of Wisconsin-Madison, Lipham (1983) affirms: 
Strong leadership is essential for educational 
change and improvement. (...) 
The principal is the key educational leader 
within the local school. (...) 
Teachers, students, parents, and others 
expect the principal, as the head of the school, 
to assume a strong leadership role. The principal 
sets the mission, direction, and tone for the 
total school. (...) The principal is the focal 
person who must represent the institution and 
must have the political adroitness and inter¬ 
personal skills to garner faculty support 
behind a united philosophy of education and 
plan of action (p. 2). 
No one should deny the importance of the leader as a person 
in the context of leadership studies. The danger resides, 
however, in circumscribing leadership to the influence of 
the leader. This latter modality, closely aligned with a 
patriarchical and authoritarian definition of organiza- 
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tions, is not the only one, nor the most effective, 
certainly not the best promoter of democracy. Ideally, not 
only the appointed or elected leader, but all components 
must exert their leading influence upon the organization. 
In a democratic school, the principal should be the leading 
democratic force, not setting the mission, but facili¬ 
tating the process of the development of the mission state¬ 
ment by all concerned. 
The lack of effective leadership, on the other hand, 
produces very negative results. To quote Sergiovanni 
(1984) : 
Schools managed by incompetent leaders simply 
don't get the job done. Typically, such schools 
are characterized by confusion and inefficiency 
in operation and malaise in human climate. 
Student achievement is lower in such schools 
(p. 6). 
One may ask: what makes a leader competent or 
incompetent? What is this phenomenon called leadership? 
The Nature of Leadership 
David Campbell (1984) writes the following about 
leadership: 
Leadership has an elusive, mysterious quality 
about it. It is easy to recognize, hard to 
describe, difficult to practice, and almost 
impossible to create in others on demand (p.xiii). 
In our daily lives, articles, books, conversations, 
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newspaper and television reports constantly raise issues of 
leadership concerning a specific situation, or criticism of 
a leader. Referring to the current Superintendent of the 
Boston Public Schools, Patricia Wen (1988), a Boston Globe 
reporter writes: 
Boston School Superintendent Laval S. 
Wilson is drawing mounting criticism from the 
School Committee about his leadership in turning 
around the city's troubled schools, a factor that 
may threaten future support for his programs. 
The chief complaint is that while he is a 
dedicated, tireless worker, he has failed to 
offer a vision for reform that inspires everyone 
from administrators to teachers (p. 1). 
Wen's comment touches several issues: first, Wilson is 
criticized for his inability to effect change; second, 
leadership is considered not a direct result of profes¬ 
sional competence or hard-work; third, it is expected that 
the leader must offer a vision, a road-map for the future, 
and be, in Sara Lightfoot's (1982) words "the voice, the 
mouthpiece of the institution (whose job it is) to communi¬ 
cate with the various constituencies" (p. 323) . These 
comments reflect not only the inherent assumption of the 
existence of leadership, but its importance in fulfilling 
certain community's needs. It seems that at least in times 
of transition, when a community is called to analyze itself 
in an introspective manner, the presence and actions of a 
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leader is of the utmost importance. As Abraham Zaleznik 
(1984) explains: 
A technologically oriented and economically 
successful society tends to depreciate the 
need for great leaders. Such societies hold 
a deep and abiding faith in rational methods 
of solving problems, including problems of 
value, economics, and justice. (...) But 
there are times when tinkering and trial and 
error prove inadequate to the emerging pro¬ 
blems of selecting goals, allocating re¬ 
sources, and distributing wealth and oppor¬ 
tunity. During such times, the democratic 
society needs to find leaders who use them¬ 
selves as the instruments of learning and 
acting, instead of managers who use their 
accumulation of collective experience to get 
where they are going (p. 89) . 
In spite of all the evidence, the belief that leader¬ 
ship is no longer compatible with modern socio-political 
ideas and structures has many and resolute voices. As John 
W. Gardner (1984) explains: 
First, many scientific and professional 
people are accustomed to the kinds of 
problems that can be solved by expert 
technical advice or action. It is easy for 
them to imagine that any social enterprise 
could be managed in the same way. They 
envisage a world that does not need leaders, 
only experts. The notion is based, of 
course, upon a false conception of the 
leader's function. The supplying of tech¬ 
nically correct solutions is the least of 
his responsibilities. 
There is another kind of question that 
some academic or professional people raise 
concerning leadership: Is the very notion 
of leadership somehow at odds with the 
ideals of a free society? Is it a throwback 
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to earlier notions of social organization? 
These are not foolish questions. We 
have in fact outgrown or rejected several 
varieties of leadership that have loomed 
large in the history of mankind (p. 324). 
And Peter Husen (1981) states: 
The way the term "leadership" is often 
used conjures up, for me, the shining 
knight on the white charger charging into 
battle with massed troupes obediently 
following behind (p. 3). 
These statements make one important thing clear: most 
people are quite unclear about what leadership is, how it 
works, or even whether it should work at all. The concept 
of leadership is also quite ambiguous, since it is very 
difficult to differentiate it from other social influence 
phenomena, as well as to understand and measure in all of 
its manifestations. Jeffrey Pfeffer (1984) explains: 
Three problems with emphasis on leadership 
as a concept can be posed: (a) ambiguity in 
definition and measurement of the concept 
itself; (b) the question of whether leader¬ 
ship has discernable effects on organiza¬ 
tional outcomes; and (c) the selection 
process in succession to leadership posi¬ 
tions, which frequently uses organization¬ 
ally irrelevant criteria and which has 
implications for normative theories of 
leadership (p. 4). 
Many of these ambiguities, however, are more related 
to the scope of the research and the intent of the re- 
searcher. It is unfair, not to say simplistic, to develop 
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a theory whereby the causality of all social phenomena is 
ascribed to leadership. Tyack and Hansot (1982) have 
expressed their dissatisfaction with the narrowness of many 
research projects on leadership in the following manner: 
We also find problems in the way most scholars 
have studied leadership in organizations. The 
majority of studies focus on leadership in small 
groups and have been undertaken, for the most 
part, by social psychologists in military and 
industrial settings typically preoccupied with 
managerial concerns about productivity and 
morale. Other studies generalize from the 
behavior of college students (usually prosperous 
white males) in highly controlled settings. 
Such small-group studies have typically been 
framed, treated in isolation from the history, 
purposes, and structure of the larger organi¬ 
zation and its place in American society (p. 265). 
Pfeffer (1984) offers a more plausible and acceptable 
perspective on leadership: 
In analyzing leadership, this mythology and the 
processes by which such mythology is created and 
supported should be separated from analysis of 
leadership as a social influence process, operating 
within constraints (p. 14). 
Most researchers agree with Pfeffer, and some offer 
different variations on the same theme. Leadership has 
been defined as: (a) "a process of influence between a 
leader and those who are followers" (Hollander 1978); 
(b) "the leadership role or function involves the motiva¬ 
tion, direction, supervision, guidance, and evaluation of 
others for the purpose of accomplishing a task" (Fiedler & 
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Chemers 1984); (c) "leadership is a process of influencing 
the activities of the group toward a common goal, toward 
the vision" (Barron 1985); (d) "interpersonal influence, 
exercised in situation and directed, through the communi¬ 
cation process, toward the attainment of a specified goal 
or goals" (Tannenbaum, Weschler & Massarik, 1961); (e) 
"getting the job done through people" (Thompson , as cited 
in McCardy 1983) ; (f) "leadership is a process, and not a 
person, but the leader is usually seen as the active agent 
who commands attention and influence" (Hollander 1984); 
(g) "leadership is a social influence process in which the 
leader seeks the voluntary participation of subordinates in 
an effort to reach organizational objectives" (Schriesheim, 
Tolliver & Behling, 1984); (h) the very essence of leader¬ 
ship is [that] you have a vision. It's got to be a vision 
you articulate clearly and forcefully on every occasion. 
You can't blow an uncertain trumpet" (Hesburgh as cited in 
Peters 1988) ; (i) "leadership can be defined in terms of 
dyadic and interactive behaviors of leader and follower, 
emphasizing evaluation of dynamic interindividual inter¬ 
action (Barbara Karmel 1984). 
Theories of Leadership 
These definitions affirm a common determinant: that 
leadership is conceptualized within the dynamic relation¬ 
ships between leader and followers in a given situation. 
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This trend is characteristic of the situation*! phase 
followed today by almost every leadership researcher. One 
of the first proponents of the situational model was F. E. 
Fiedler. As he (1984) explains: 
This theory states that a leader's success 
is contingent on two factors: (l) the leader's 
typical way of interacting with members of the 
group (i.e., the leadership style); and (2) the 
degree to which the leader has control over the 
situation (i.e., the group, the task, and the 
outcome). We call this "situational control" 
(P- 5) . 
In this model the leader emerges in relation to the 
followers within the context of the situation at hand. In 
Fiedler's (1967) model, the success of the leader when 
exerting his/her influence upon a certain situation is 
determined by the levels of friendliness and cooperation 
informing the relationship between the leader and follow¬ 
ers, by the level structure of the tasks performed by the 
followers, and by the level of power at the disposal of the 
leader. The higher these levels, the more favorable the 
outcome. 
The situational model was preceded by two other 
phases: the trait and the behavioral phases (Hersey & 
Blanchard 1982, Schriesheim, Tolliver, and Behling 1984). 
The trait phase, which informed research from the beginning 
of historical society until the late 1940s, tried to 
explain leadership as personified in the figure of the 
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leader. He or she was the archetype of social and 
individual behavior, whose sheer force of character could 
move people and define history. The purpose of research 
was, thus, to identify and catalog a list of personal 
traits exhibited by recognized leaders, which would enable 
others to be effective in all circumstances. Research 
showed that personal characteristics could not explain all 
the complexities of the leadership phenomena, and the 
difficulty of such a study soon led researchers to pursue 
other avenues. 
The trait model is closely associated with the concept 
of charismatic leadership. Abraham Zaleznik (1984) ex¬ 
plains it this way: 
The psychoanalytic study of charismatic 
leadership began with Freud's (1985) early 
work on hysteria and the nature of the 
influence one person can have on another, 
especially when deep emotional attachments 
are unilateral. (...) 
The concept of charisma and its 
applications to leadership and authority 
were originated by the German sociologist 
Max Weber (Parsons 1947). He used charisma 
in the religious sense as a spiritual qual¬ 
ity, an inner light, which resulted from 
divine revelation and conversion. As 
applied to leadership, "it is the charis- 
matically qualified leader as such who is 
obeyed by virtue of personal trust in him 
and his revelation, his heroism or his 
exemplary qualities so far as they fall 
within the scope of the individual's belief 
in his charisma." In its more general 
application, charisma refers to any 
combination of unusual qualities in an 
individual which are attractive to others 
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and result in special attachments, if 
not devotion, to his leadership (p. 256). 
While it is widely accepted that social acts cannot and 
should not be explained solely through the character of the 
leader, it is undeniable that the manner, or behavior, used 
by the leader to influence a situation is very important 
for a successful outcome. It is also difficult to negate 
the importance of some personal traits, such as charisma, 
in a proper study of behaviors. As Mazzarella (1981) 
states: 
New studies of effective leaders suggest that 
effective leadership results from an interaction 
of style and inherent traits. In other words, 
leadership ability is partly learned and partly 
inborn (p. 59). 
The behavioral phase, which informed research from the 
late 1940s until the early 1960s, focused on the charac¬ 
teristics of the deportment of leaders toward the follow¬ 
ers, and on the degree of receptiveness of such behaviors 
by their subordinates. Among the research studies conduct- 
ed during this period, the Ohio State University leadership 
studies stand most prominently. This research study was 
mostly conducted within military organizations, and two 
major dimensions were identified: consideration and initia¬ 
tion of structure. Schriesheim, Tolliver and Behling (1984) 
relate it in this fashion: 
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Consideration was the stronger of the two 
factors, and it involved leader behaviors indic¬ 
ative of friendship, mutual trust, respect, and 
warmth. 
The second factor was Initiation of Structure, 
a concept involving leader behaviors indicating 
that the leader organizes and defines the relation¬ 
ship between self and subordinates (p. 126). 
Even though this study is not thoroughly informed by the 
definition of democratic leadership, it emphasizes two 
crucial ingredients for successful democratic leadership: 
The ability to promote an organizational environment based 
on trust and cooperation, and the opportunity to develop 
structures designed to facilitate the interaction of the 
different organizational components in a democratic manner. 
The behavioral model is primarily a study of leader¬ 
ship styles, which can be defined most simply as "the way 
the leader leads" (Mazzarella 1981). Consideration and the 
initiation of structure are directly related to, and influ¬ 
enced by the style of the leader. The channels of communi¬ 
cation he or she establishes, as well as any other struc¬ 
ture that he or she may develop, will ultimately reflect 
his or her leadership style: whether democratic or auto¬ 
cratic, charismatic or consensual, task-oriented or rela¬ 
tionship oriented. 
As with the definition of leadership, or the identi 
fication of the essential traits, confusion reigns rampant 
when researchers try to isolate the ideal, the most effec- 
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tive leadership style. While Halpin (1969) states that 
effective leaders exhibit high levels of consideration and 
of initiation of structure, Fiedler (1967) affirms that 
leaders have to choose between being task-oriented or 
relationship oriented, and Hersey and Blanchard (Mazzarella 
1981) assert that: 
"Successful leaders can adapt their leader 
behavior to meet the needs of the group," (..) 
[using one of] four possible combinations of task- 
oriented and relationship-oriented behavior: 
* task-oriented behavior 
* relationship oriented behavior 
* task-oriented and relationship oriented 
behavior combined 
* neither task-oriented nor relationship 
oriented (p. 73). 
In the end, research has shown that neither a catalog 
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of traits, nor of leadership styles, can be universally and 
successfully applied. Human situations are too complex to 
be controlled effectively and with success by a specific 
trait, or influenced universally by a style of action. 
Leaders, if they are to be effective, must know themselves 
quite well; must have a thorough understanding of the 
situation; must be knowledgeable of the research and of 
the different theories of leadership; and above all, must 
have the intuition to choose the leadership style that best 
meets their individual characteristics in relation to the 
situation which is to be influenced (Mazzarella 1981). 
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We can, thus, conclude that leadership is both an 
innate and an acquired skill. It can be exerted by an 
individual, as well as by a group of individuals. it can 
take many and varied forms. The leadership that concerns 
us defines the sustained, often inglorious but always 
essential work of countless men and women who, in a more or 
less exalted capacity, make the wheels of the world move, 
garnering in the process strength from adversity, resolve 
from failure, and a many times forgotten word of thanks for 
their successes. In a functioning democracy, where justice 
and freedom are the reigning principles, the force that 
binds people into a unified thrust is the capacity of the 
leadership to vocalize a vision, to call people to action, 
to smooth differences, to overcome crises, to be a symbol 
of the common effort, to facilitate the process of building 
a democratic organization, where the achieved environment 
is the result of continuous dialogue, action, and reflec¬ 
tion. In the democratic society there is no place for fear 
as the catalyst of action. Democratic leadership, or even 
the leader in a democracy, must have a thorough and dis¬ 
tinct understanding of the inner functions of a democratic 
community. This understanding is reflected in his or her 
acumen to diagnose a particular situation, assume a style, 
and intervene. The ability to intervene and the degree of 
intervention are directly related to the leader's capacity 
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to perceive and wield power. Power and leadership are 
concepts fundamentally intertwined and impossible to 
extricate from one another. it is hard to imagine a leader 
without power, or a powerful person that does not exert his 
or her influence upon the environment. Even the character 
of the anti-hero defines a powerful leader, although of an 
unexpected and unconventional sort. As McFarland (1969) 
affirms: 
The idea of leadership combines the two important 
Concepts of power and critical decisions (issue 
s^li®nce) . Thus, if a leader is defined as a 
person who exercises considerable power, then 
the theory of leadership is a theory of power, 
causation, and issue salience (p. 153). 
Leadership and Power 
The first impression one gets when reading these two 
words together seems to conjure images of domination and 
submission. Leadership and power are two concepts which, 
in one form or another, prescribe and describe our daily 
lives to an extent hard to imagine. For we tend to under¬ 
stand achievement, glamour, success, heroism, and indepen¬ 
dence in terms that define doing it our way, getting our 
way, even when this calls for imposing our will upon 
others. Kreisberg (1986) explains it in this way: 
Power is embodied in images of the 
father, the teacher, the political leader, 
the policeman, the soldier, the businessman. 
While these roles are different in many 
ways, what most characterizes their power is 
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the same: it is the ability to direct and 
control and to manipulate and coerce if 
need be, sometimes for the good of all, most 
often for the good of a few. 
The predominant images and interpreta¬ 
tions of power in our culture reflect a 
conception of power as the ability to impose 
one's will on others as the means towards 
fulfilling one's desires. In a world of 
domination and submission, the ability to 
control others is seen as an archetypical 
expression of identity, a confirmation of 
meaningful existence; it not only says 
"I am," but "I am on top," "I am special," 
"I have power." (p. 26-27). 
And yet it is claimed and stated that the great tenets 
of our western civilization have been shaped by a demo¬ 
cratic vision of governance, an understanding of our 
neighbor as an object of love and of true charity, a com¬ 
pelling definition of the human person as a free, liber¬ 
ated, and empowered being. Reality, nevertheless, belies 
all of these assertions. Our cities are teeming with 
masses of people separated from effective participation in 
the power structure by endemic poverty, crippling illiter¬ 
acy, paralyzing hopelessness. 
The paradox between stated and perceived reality stems 
in part from a still prevalent inability to align stated 
principles of conduct with the modus operandi of our soci¬ 
etal institutions. We have consistently managed to divorce 
belief from action, thus undermining the very definition of 
the society we have endeavored to create. Power has been 
used most often as a means to control. Very seldom as the 
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capacity to liberate, or as Francis Bacon (1980) said: "it 
is a strange desire, to seek power over others and to lose 
liberty: or to seek power over others and to lose power 
over a man's self" (p. 28). 
In his exhaustive study of the theories of power, 
Kreisberg (1986) analyzes the traditional understanding of 
power as domination, or power over: 
Most theories of power in the social 
sciences draw on similar foundations in 
their definitions of power. This tradition, 
actually going back to Plato, Aristotle, and 
Thucydides is commonly grounded in Thomas 
Hobbes' definition of power. While Hobbes' 
contributions to most twentieth century 
power theorists are usually implicit, the 
work of Max Weber is a frequent explicit 
starting point. Bertrand Russell's 
reflections represent the third common 
foundation for power theorists. Each of 
these three theorists presents a conception 
of power as power over. In each theory we 
can identify the roots of the conception of 
power as manifested in relationships of 
domination and we can clearly recognize the 
language of imposition and causality (p.30). 
Power has also been defined as: (a) - "the Power of a 
man, to take it universally, is his present means to obtain 
some future apparent good" (Hobbes [1978], p. 78); 
(b) -"Power may be defined as the production of intended 
effects" (Russell [1938], p. 35); (c) - "Power is a 
special case of the exercise of influence: it is the 
process of affecting policies of others with the help of 
(actual or threatened) severe deprivations for nonconfor- 
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mity with the policies intended" (Lasswell and Kaplan 
[1950], p. 76); (d) -Macpherson (1977) identifies two 
concepts of power: developmental power. "a man's ability to 
use and develop his capacities, and extractive power. 
"power over others, the ability to extract benefit from 
others" (p. 42); (e) - Galbraith (1983) speaks of: condign 
Power - "wins submission by the ability to impose an alter¬ 
native to the preferences of the individual or group that 
is sufficiently unpleasant or painful so that these prefer¬ 
ences are abandoned," compensatory power -"wins submission 
by the offer of affirmative reward", conditioned power 
"is exercised by changing belief. Persuasion, education, 
or the social commitment to what seems natural, proper, or 
right causes the individual to submit to the will of 
another or of others" (p. 5-6); (f) - Machiavelli (1984) 
states that "a wise prince ought to think of a mode whereby 
his citizens, always and in every quality of time, have 
need of the state and of him, and then they will always be 
faithful to him. (...) men love at their own pleasure and 
fear at the prince's pleasure" (p. 60, 103). 
In todays's world, even in our self-appointed western 
— or for that matter, eastern — democracies, access to 
power belongs to a very small group. As Bertrand de 
Jouvenel (1962) wrote: 
Today as always Power is in the hands of a 
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group of men who control the power house. The 
so-called Power is this group, whose relation- 
ship with their fellow-men is that of the ruler 
ru^-ec^* All that has changed is that 
it has now been made easy for the ruled to change 
the personnel of the leading wielders of Power (p. 
10 J • 
This definition of power as domination need not be, nor is 
it desirable that it continue to inform human relationships 
within the social and political complexity of the last 
years of this century. The world has become too small a 
place, and a too dangerous one, to allow for an exchange of 
ideas, an exposition of claims, or an affirmation of 
interests not grounded on the mutual respect and equality 
of the interlocutors. Power over is not the primordial, 
nor the greatest and most enduring manifestation of power. 
A system of power based on distrust, diffidence, and 
coercion cannot subsist by itself for ever. It harbors in 
itself, from inception, the seeds of its own destruction. 
History has clearly shown that systems based on trust, 
however limited, can survive the cycles of time. All 
others perish. 
Kreisberg (1986) reminds us of the etymological 
definition of power and of the ways we use the word power 
in common conversation and in research: 
In seeking to understand power, most theorists 
have looked to its most pervasive, obvious and 
dominant expressions in our society. In seeking 
to reconceptualize power it is useful to return 
to the root meanings of the word "power" and to 
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explore those images, experiences and expressions 
that may be excluded from the dominant conception. 
(...) The English word "power" derives from the 
Latin posse: "to be able". 
According to Webster's New World Dictionary. 
to be "able" means "1) having enough power, skill, 
etc to do something, 2) having much power of mind; 
skilled; talented." The ability to impose one's 
will, to control others, is only one possible 
dimension of being "able". Significantly, this 
multidimensionality in the meaning of "being able", 
of having "power" has been lost in much power 
theory and research. 
Let us look again at how the term power is 
used in our culture. Love is said to be powerful. 
Is the power of love the same as the power of 
the threat of violence? What is the difference 
between the two conceptions and what do they have 
in common? (...) What is the nature of the power 
of dialogue? of friendship? of learning? What 
does it mean to have a "powerful experience"? 
While it may mean that we have just imposed our 
wills on others, more often it seems to mean that 
we have received something from others; not that 
we have dominated or been dominated, but rather 
that we have experienced effectiveness with others. 
(...) The definition of power as domination and 
control is limited, it is incomplete, (p.45-46) 
It can be argued that, even though power over appears 
to be the most prevalent form of power, power with is its 
most natural and higher manifestation. Since power is 
neither good, nor bad, it rests upon those who wield it to 
use it to the good of the community, or to its oppression. 
It is, thus, very difficult to separate the study of power 
in all of its forms from the study of the moral, cognitive, 
and ego development of the person or persons who occupy 
positions of power and of those who suffer by consent, 
delegation, or oppression the effect of the actions of the 
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powerful. I would like to claim that the higher a person 
functions in Kohlberg's stages of moral development, the 
least likely he or she would be to use power as a form of 
oppression. 
* 
The use of power for the purpose of imposing one's 
will arbitrarily upon others seems to be related to less 
developed forms of human relationships. it is also 
symptomatic of a paradigmatical view of the world highly 
impersonal and thoroughly mechanistic. Such a conception 
of reality strives primarily for the maintenance of order 
and the avoidance of chaos, or anarchy. Any effort, 
to prevent a malfunction from occurring is 
construed as "good", since in this paradigm such an action 
works for the prescribed ultimate good of the community. 
On the other hand, this paradigm subscribes to the view of 
singular cause-singular effect, with the result that all 
human relationships are perceived as occurring in a linear 
fashion of cause and effect. Kreisberg (1986) explains it 
this way: 
At the heart of this view is the belief in 
an objective reality that functions through rela¬ 
tions of linear cause and effect (Merchant 1980; 
Brumbaugh 1982; Macy 1978; Oliver 1986, Katz 
1983/84) . Merchant argues that this world view 
emerged out of what she calls the "Fundamental 
social and intellectual problem of the seven¬ 
teenth century ... the problem of order" (p. 193). 
Thus, the desire for "power" — over nature and 
over people — fundamentally influenced the 
emergence of the machine metaphor and modern 
science. Out of the web of churning social 
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and intellectual forces — the problem of 
"disorder," the need for order and control, and 
the development of new approaches in science 
and philosophy — grew a reality which pro¬ 
foundly shaped the subsequent development of 
theories of power and the nature of social 
relations in modern society. (...) The view 
of reality as made up of separate and compe— 
ting entities reinforces, or perhaps creates, 
the view that power means strong defenses, 
invulnerability, inflexibility, in short, 
domination. Power consists of separate 
entities struggling amongst one another for 
strength, control, superiority and their 
separate interests (p. 58, 60). 
Such a paradigm of the world — called by Richard Katz 
"the scarcity paradigm", by Joanna Macy "patriarchal", and 
by Don Oliver "modernity" (Kreisberg 1986, p. 58) — is not 
congruent with, and does not include, a democratic, free 
and dialogical view of society. For democracy is built 
upon the principled affirmation of the rule and equal 
rights of all, interacting not in a competing-for-control 
mode, but on a competing-with-all for the higher common 
good. A free society, by definition, cannot be based on 
the dialectic of domination and submission. Implicit in 
the dynamics of democracy is the idea of interaction and 
co-existence, since for all to be free no one can be 
oppressed. Dialogue, in addition, cannot occur in a 
structure where one of the dialoguers has power over the 
other. It presupposes free and equal persons in communi¬ 
cation with each other about the world. 
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In an environment built upon democracy, freedom, and 
dialogue, no event or set of events is the direct result of 
any one s single action, but is the consequence of multiple 
interactions and influences. Things happen, not because 
they were designed and willed to happen, but because they 
are the natural developmental outcome of human life. in 
such a developmental mode, the relationship of cause and 
effect is quite difficult to ascertain with any high degree 
of clarity. The changing reality is, thus, defined by a 
process of transformation, rather than by the willed 
realization of someone's master plan. 
The concepts of democracy, freedom, and dialogue seem 
to contradict the linear causality of the mechanistic 
model. Seiler (1967) discusses the concept of single cause 
habit in the following manner: 
Stated simply, we humans have a tendency 
to think that the effects we observe are rather 
simply caused; in fact, that effects often 
have single causes. The automobile accident 
was "caused" by the carelessness of one of the 
drivers — or by "criminal" automobile engi¬ 
neering — or by dangerous road conditions — 
or by any one of a number of single facts which 
can and are cited in particular instances of 
automobile collision. (...) Strange, is it not, 
that when we stop to think about the complexity 
of causation the idea does not seem particularly 
bizarre. We would consider it idiotic, for 
example, to think that an accident could have 
happened as it did, or could have happened at 
all, if there was no road, no other cars, no 
driver, no engine. In fact, when you put your 
mind to it, any one of millions of possible 
alterations in the situation could have caused 
a non-accident (p. 1). 
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It is obvious that human existence is too complex for 
such over-simplifications. As a general rule, over-simpli¬ 
fication tends to complicate matters. A simple observation 
of the world and of its operations will lead us into a more 
cogent, coherent understanding of its functions. Neither 
man, nor woman, nor animal, nor plant, nor mineral, nor 
movement, nor action, nor thought, nor habit exists by 
itself, for itself, or because of itself. Indeed, a more 
careful analysis into the life of the world will show that 
animals, and plants, and minerals are interdependent; that 
the actions of one being will ultimately affect another; 
that any effect is influenced by many factors. Another 
paradigm of reality is definitely needed. Seiler (1967) 
advances the following: 
One assumption containing in its essence 
the notions of multiple causation and complex 
interrelation of forces is denoted by the word 
"system." A system, in the simplest sense of 
the word, is a "set of objects together with 
the relationships between the objects and be¬ 
tween their attributes." In this basic, abstract 
sense, everything is related to everything else. 
All physical objects, for example, are "system¬ 
atically related" to each other by the fact that 
they have distance from one another, can be 
related by their comparative size, and so on. 
(...) So, our first observation on the way 
toward building a conception of the world 
adequate for understanding and dealing with 
human behavior is that everything is related 
to everything else in such a way that change 
in any one thing produces a change in every¬ 
thing else (p. 3,4). 
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The concept of systems is organismic in nature, and is 
in direct opposition to a mechanistic view of the world. 
Systems theory has its roots in the science of biology, and 
biologists, such as Ludwig von Betalanffy, were indeed some 
of its first proponents. When comparing the life of 
physical organisms to the life of a social environment, we 
cannot escape drawing comparisons and establishing paral¬ 
lels in terms of structures and functions. First of all, 
the interdependence and interconnectedness of all beings is 
hard to ignore. In the simplest organism, be it biological 
or social, every single element depends on another, thus 
forming a continuous cycle of interaction. This inter¬ 
action also means that the influence of one organ upon 
another will put into motion a process of change that will 
affect all organs within that system. The change in the 
system is not, however, the cumulative result of all the 
changes undergone by its elements. The changed system is 
in many ways a new and greater system. The whole is, thus, 
greater than the sum of its parts. The changed system will 
in turn influence other systems in an unending cycle. This 
interaction for change cannot occur in an haphazard fash¬ 
ion. Systems, rather, have built-in homeostatic mechanisms 
which enable the system to maintain a steady state while 
undergoing change. This steady state, or equilibrium, is, 
however, of a dynamic nature. It strives to help develop¬ 
ment, not to impede it, or constrain it. 
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Systems analysis theories have inspired thinkers to 
perceive and explain the world in other paradigms. Richard 
Katz and Joanna Macy, basing their thinking on the above 
mentioned theories, have developed the infra-structure of a 
new paradigm, which they labeled synergy. This revolution¬ 
ary way of perceiving reality is being spearheaded by 
scientific research in biology (DNA) and physics (Quantum 
theory), and as Kreisberg (1986) states: 
(...) the old paradigm's premise of 
objectively observable discrete and separate 
entities relating in hierarchies of linear 
cause and effect is being challenged by the 
reality of fundamental inter-connections, 
webs of relationships and the dynamic and 
creative flowing of energy. These intercon¬ 
nections also exist between the observer and 
the observed so that our conceptions of 
objectivity and knowing are being challenged 
as well. The emergence of this new paradigm 
in the natural sciences is particularly 
significant in view of the fact that, 
beginning with Hobbes, the conception of 
power over in the social sciences has 
corresponded to and built upon the very 
notions of reality that Keller and Capra 
tell us are being shattered in the natural 
sciences (p.64-65). 
This new paradigm calls for a different conception of 
power, one that has been called power with (Kreisberg 1986, 
p. 46), or developmental power (Macpherson 1973, p. 42), or 
organic power (Oshry 1977, p. 2). Kreisberg's research 
into the theories of power with has uncovered a series of 
thinkers who, from the first decades of this century, have 
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proposed new concepts of power, such as Erich Fromm, Mary 
Parker Follett, Rollo May, and Jean Baker Miller, a 
summary of some of Kreisberg's (1986) analyses follows: 
* ERICH FROMM did not develop a theory of power with, 
but "in speaking of -the human ability to use his powers 
and to realize the potentialities inherent in him' (...) 
Fromm's psychology demands that people be free of domina¬ 
tion in order to realize their potentialities" (p. 46) . 
* MARY PARKER FOLLETT defines power over as "coercive" 
and power with as "co-active" (p. 48). For her, power 
cannot be "conferred," it has to be "generated" by a social 
organization. Her concept of power with is centered on the 
process of integration. "by which all interests in a given 
situation get what they want and neither side has to 
sacrifice anything" (p. 49). The process of integration is 
built upon two concepts: reciprocal influence: "webs of 
relationships where 'influence' flows dynamically," and 
emergence: "the aspect of integration in which individuals 
and groups create new solutions, new values, new capaci¬ 
ties, more power" (p. 51). Follett calls the ideal organi¬ 
zation that "generates" power with, the "integrative unit", 
and her definition of this organization is very similar to 
that which has been advanced for systems (p. 51). 
* ROLLO MAY defines power as "the ability to cause or 
prevent change", and identifies two dimensions: the dimen- 
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sion of Bower as fusibility, and the dimension of power as 
actuality. He outlines five modes of power: exploitative, 
manipulative, competitive, nutrient, and integrative. 
Exploitative and manipulative powers are defined in terms 
of power over, competitive as power against. nutrient as 
BPver and integrative as power with (p. 52). 
*JEAN BAKER MILLER defines power as the "capacity to 
implement." By her definition, "power, then, is not (...) 
a win-lose situation; power can be an expanding, renewable 
resource available through shared endeavor, dialogue and 
communication" (p. 56). 
Many other theorists have advanced similar concepts of 
power with. David Nyberg, although refraining from a 
definition, talks about a "configuration" of power very 
near the premises proposed by the theorists of power with. 
For Nyberg (1981): 
2. The idea of relation (organization) is 
the first principle of social life, and 
two equally primitive and genuine 
categories of human experience lie 
beneath organization (as an answer to 
chaos). These are love (the disposition 
to be related with others in a bound of 
closeness in feeling), and power (the 
motive and capacity to accomplish plans 
with others). These two traits are not 
necessarily antithetical and can be 
complementary. 
3. Order, organization, and therefore power 
are universally inherent in social life, 
because wherever there is organization 
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there is power, and vice-versa. 
Organization and power are coniuqal 
concepts. 
4. (...) power is always partly social, 
PartlY psychological, and invariably 
instrumental. The social aspect is 
marked by hierarchy, delegation, and 
cooperation; the psychological aspect is 
identified with several forms of consent 
(including obedience) and the withdrawal 
of consent (pp. 61-62). 
Nyberg's concept of power is very similar to Miller's _ 
"capacity to accomplish plans with others" — and his 
perception of human beings and of the world could easily be 
included with those who subscribe to the synergy paradigm. 
Macpherson (1977), in his analysis of the concepts of 
power as they relate to political environments, identifies 
two concepts of power: extractive power: "power over 
others, the ability to extract benefit from others," and 
developmental power: "a man's ability to use and develop 
his capacities" (p. 42). The first concept lies at the 
heart of the "liberal individualist tradition." According 
to Macpherson, the philosophers of that period, from Hobbes 
to James Mill, did not make the distinction between the two 
concepts, and power was "understood broadly as men's 
ability to get what they want by controlling others" (p. 
42). By the first decades of the nineteenth century, "the 
reduction of power to power over others had become more 
explicit" (p. 42). As he (1977) explains: 
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The increasingly explicit reduction of 
a man's power to power over others should 
not k® ascribed to carelessness or lack of 
rigorous consistency of definition on the 
part of the theorists. It may better be 
seen as a reflection of the changing facts. 
With the growth and predominance of a cap¬ 
italist market society it became increas¬ 
ingly the case that the whole of a man's 
power was nearly the equivalent to his 
extractive power. In a fully developed 
capitalist society the two come to much the 
same thing. (...) Each non-owner's whole 
power is near zero, and his extractive power 
is zero. Each owner's whole power is about 
9 parts extractive power to 1 part non 
extractive power (pp. 43, 45). 
With the advent in the latter part of the last 
century of socialist and Marxist ideologies, political 
theorists started to de-emphasize the notion of extractive 
power until it practically disappeared, and by the twen¬ 
tieth century theorists perceived political power as purely 
power over others, thus separating irrevocably political 
science from political economy (p. 46). The result was, 
according to Macpherson, the development of incomplete 
and insufficient theories. As he (1977) states: 
(...) the main interests of current 
empirical theory: analysis of models of 
democratic elitism, pluralistic equilibrium 
analysis, systems analysis. What it lost 
sight of is that political power, being 
power over others, is used in an unequal 
society to extract benefit from the ruled 
for the rulers (p. 47). 
The world is, however, as Macpherson says, entering a 
Late twentieth century political theory is new phase. 
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undergoing a momentous change: "the rejection of the 
concept of man as essentially an infinite consumer and 
infinite appropriator" (p. 36). This is due to two 
developments: a demand for a more democratic society, and 
the technological revolution. Until now, western democ¬ 
racies have been able to provide their members with a 
greater measure of personal fulfillment than non-western 
nations. For the latter, however, the technological 
revolution makes possible, in the not so distant future, 
the realization of the "Marxian vision of man freed for the 
first time in history from compulsive labour". As Mac- 
pherson states, for the non-western nations "technology 
assists ontology" (p. 37). 
This sudden competition is forcing the western 
democracies to chose between two options: (a) to realize 
"the democratic concept of the human essence (which is 
fundamentally the same as the Marxian concept)," through 
the exploitation of the new technologies, which is to free 
people from "compulsive labour" so that they may be able to 
fully develop their capacities. The achievement of this 
goal will entail, however, the repudiation of the "market 
concept of the essence of man," and the adoption of a new 
ontology. (b) To maintain the current ideology and run 
the almost certain risk of losing its ontological goal1. 
As Macpherson (1977) explains: 
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Since profits will increasingly depend on 
creating ever more desire, the tendency will 
be for the directors of the productive 
system to do everything in their power to 
confirm western man's image of himself as an 
infinite desirer. Efforts in this direction 
are evident enough in the mass media now. 
Thus in the West the immediate effect of the 
technological revolution will be to impede 
the change in our ontology which it 
otherwise makes possible and which I have 
argued is needed if we are to retain any of 
the values of liberal democracy (p. 38) . 
It seems obvious that the first option is the prefer¬ 
red one, and the new ideology that the western societies 
need to adopt, is not new at all: it is the acceptance of 
the concept of developmental power: "power as ability to 
use and develop essential human capacities" (p. 49). 
Macpherson's definition of developmental power. although of 
a more psychological than sociological orientation, gives 
us, however, some important insights into the understanding 
of human development in an environment informed by the 
concept of power with. Developmental power. when compre¬ 
hended within the framework of democratic theory, is based 
on two assumptions: (1) that the development of one 
person's capacities does not impede the development of 
another's capacities; (2) "that the rights of any man which 
are morally justifiable on any egalitarian principle are 
only those which allow all others to have equal effective 
rights; and that those are enough to allow any man to be 
fully human" (p. 55). 
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This definition of developmental, power is quite akin 
to the definitions proposed by the theorists of power with 
Taken as it is, however, it could very well be included in 
the structure of the mechanistic paradigm, since one could 
envision the development of each man in isolation from 
other men, without the benefit of social interaction. 
Macpherson, however, advances his notion of developmental 
Bower quite further, bringing it into full alignment with 
the synergistic paradigm. As he (1977) states: 
Finally we should notice that this view 
of capacities and their development, while it 
does assume that all men are at least potential¬ 
ly exerters and developers of their essentially 
human capacities, and does therefore treat the 
development of capacities as a process which 
would go on if society placed no impediments 
in any one's way, does not imply that society 
is only an impeding agent. It does not deny 
that society is also a positive agent in the 
development of capacities. It does not deny 
that every individual's human capacities are 
socially derived, and that their development 
must also be social. Human society is the 
medium through which human capacities are 
developed. (..) A man's power, in the sense 
required in a democratic theory, is to be mea¬ 
sured in terms of the absence of impediments 
to his using his human capacities (pp. 57, 58). 
Macpherson gives us a conception of power which 
includes both power over and power with in the scope of its 
definition. According to him, power over is related to a 
certain perception of the world - the liberal individual¬ 
istic tradition - and to a certain historical period -the 
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eighteenth and nineteenth centuries, while power with is 
the concept of power associated with a more democratic and 
less egocentric and consumerist stage of social develop¬ 
ment, presumably that of societies of the late twentieth 
century and, probably, of future ages. From the Macpherson 
analysis of power we can infer the idea of human and social 
development as it relates to democracy, the higher values 
of iif®/ and inextricably, the concept of power. 
Barry Oshry (1977) aligns his concept of power and of 
power relations completely along the systems analysis 
theoretical lines. He perceives power, not as a commodity, 
but as an ability: "the ability to influence our own 
condition within a system and to influence the condition of 
the system itself" (p. iv). In this way, there are not any 
powerless positions, since, regardless of one's function in 
the system, one's control over a situation, however per¬ 
sonal, will definitely influence all others, and the whole 
system itself. He also states that "power is not position; 
it is the ability to recognize and realize the potential of 
whatever position we are in" (p. iv). He labels this 
concept organic power (p. 2). In Oshry's concept, organic 
power is "self-and-system centered influence" (p. 2). This 
calls for a perception that defines society not in terms of 
an assembly of isolated, unconnected individuals, but as an 
interconnected and interacting web of individuals function¬ 
ing within their own sphere of influence and also as 
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integral components of a larger system, which in itself is 
also part of a much larger complex of systems. From this 
perspective, one's power may be limited by the inability to 
"comprehend the connection between our condition and the 
condition of the system," or a too self-centered attitude 
toward the system, or sometimes pure fear of the total 
systemic repercussions of our actions (p. 5) . The first 
definition inability to comprehend one's relationship to 
the system may affect the effectiveness of the system. 
The second, however, may have more ominous consequences. A 
self-centered attitude toward a system may lead to a situa¬ 
tion of systemic imbalance, where the domination of one 
component over others, or over the total system, may be the 
natural consequence. 
Oshry analyzes organic power from three perspectives: 
the Director's (a person who has control over a system or 
subsystem), the Member's (someone who is part of a system, 
but had no part in its creation and/or development), and 
the Middle's perspective (someone who is "expected to be 
responsive to two or more positions which may be in 
conflict with one another") (pp. ii-iii). Directors have 
three ways of taking advantage of organic power opportu¬ 
nities: by focusing system energy, channeling system 
energy, and maintaining system stability (p. 7). The 
first way refers to the task of defining and promulgating 
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the mission statement; the second, to the development of 
structures designed to facilitate function; and the third, 
to the maintenance of a steady course, the avoidance of 
diversions from the established course. The inability of a 
Director, Member, or Middle to fulfill completely these 
three goals will result in what he calls "power dissipa¬ 
tion" (p. 8) . 
The most difficult function of the Director is "to 
manage the tension between maintaining visions and 
structures intact and modifying these so that they are 
responsive to member energy" (p. 8). Members relate to 
organic power by enriching the system1s vision and 
structures (commitment to the system), and by modifying or 
changing existing vision and structures ("confronting the 
system and withholding (...) energies from it") (p. 10). 
Middles use and enhance their organic power by influencing 
the communication and interaction patterns between Direc¬ 
tors and Members (p. 12). 
There are certain dangers inherent in these positions 
which may prevent their fullest participation in organic 
power; Directors may develop visions, structures, or 
systems which are incompatible with members* needs or abil¬ 
ities, or they may let systems evolve without giving them a 
well defined focus, or adequate parameters of action (p.9). 
Members may tend to submit themselves completely to the 
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system, or assume too rebellious an attitude. As Oshry 
(1977) states: 
chnn”Bmb^ P°Wer COmes from the freedom to 
SS ^en We ParticiPate, it is because 
we ghoose to participate, and not because we 
in the virtues of unswerving loyalty 
to the system and not because we are afraid of 
living with the consequences of rebellion (p. H) 
Members may get "stuck-up", when aligning principally with 
Directors, "stuck-down", when joining primarily with 
Members, or "stuck-in-the-middle," when becoming "overly 
responsive to both Members and Directors," thus functioning 
in a reactive" instead of in a "pro-active" mode (p. 14). 
Or^^nic power includes two major concepts: recognition 
(of opportunities) and interaction (with systems) (p. 17). 
The full use of these two concepts may be limited by our 
own value system: whether we are primarily self or system 
oriented, as Oshry (1977) explains in the following chart: 
Position Person Primacy System Primacy 
Director 
Middle 
Member 
Democrats 
Liberals 
Individualists 
Autocrats 
Loyalists 
Good Soldiers 
(p. 18). 
The overstatement of any of these positions will weaken the 
organization. The key resides in the ability to maintain a 
functioning equilibrium. In terms of personal control, 
organic power may be weakened in the following manner: 
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Position Loose Tight 
Director 
Middle 
Member 
Sieve 
Dallier 
Blob 
Petty tyrant 
Bureaucrat 
Crab 
Organic power involves our ability to interact 
comfortably with our system environments, to 
give and take with them, to shape them and to 
allow ourselves to be shaped by them (p. 31). 
The fact that we are "social system creatures" also 
means that we have another difficulty to overcome: per¬ 
spective and consciousness (p. 43). From the perspectives 
of the Director, or of the Middle, or of the Member, it is 
always traumatizing to relate our expectations and fears 
to the experiences and to the possible and sometimes unfor- 
seen outcomes of our membership in a system (p. 44). Oshry 
(1977) identifies some "social diseases" ("disturbances in 
perspective" [p. 44]) which result from our inability to 
relate perspective and consciousness: 
Position Central Theme Social Disease 
Director 
Middle 
Member 
Courage 
Boundary Confusion 
Differentiation/ 
Integration 
Cowards and Gods 
Dummies, Flunkies 
and Super-Rads 
Invisibility 
Apathy, Laziness 
(p. 45) 
Life in a system also has another dimension: the 
ability to transcend the limitations of our private and 
local experiences in order to visualize "global" (or 
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systemic) perspectives (p. 62). Oshry (1977) identifies 
two types of perspectives: Fixed Positional Perspective 
(those "shaped by the particular patterns of direct 
experience associated with whatever position we happen to 
occupy in the system"), and Emerging Issue Perspective 
( those which develop out of our direct experiences in 
interaction around particular system issues, (...) which 
cut across positional lines"). These positional lines may 
be conservative, radical, or middle-of-the-road (pp. 62- 
63). In terms of Fixed Positional Perspectives. Directors 
look for "order and stability", Members for "freedom and 
justice", and Middles for "playing fair" (pp. 67, 68, 69). 
As for Emerging Issue Perspectives. Oshry (1977) explains: 
We should also be aware that similar 
processes arise within the system with regard 
to any complex issue. Internal ambivalence 
about which is the better path to follow develops 
into system differentiation which in turn hardens 
into firm positional perspectives . And once 
again, the system is faced with perspective- 
based conflict. [There are] three orientations 
to such conflicts: Parochial Power, Shared Power, 
and Organic Power (p. 73). 
Oshry's (1977) definitions of these three orientations 
are the following: 
(...) the Parochial Power orientation, the 
tendency to become committed to the truth of 
one's perspective and to fight to the finish 
on its behalf; the Shared Power orientation, 
the tendency to minimize the differences among 
system positions and therefore reduce the pro¬ 
blem of different perspectives; and the Organic 
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Power orientation, the tendency to work with the 
energy that grows out of perspective-based conflict 
while neither minimizing system differences nor 
blowing them out of control (p. 63). 
While the definition of the parochial power orientation is 
clear, the same does not occur with shared and organic 
power. Even though, both strive to resolve conflict, the 
shared power orientation reduces its goals solely to the 
mediation of the conflict, while organic power transforms 
the process of conflict mediation into forward development. 
According to Oshry (1977), an organically powerful 
system must have the following capacities: (a) to differ¬ 
entiate - which allows for each member's personal develop¬ 
ment; (b) to de-differentiate - which fosters development 
of common traits and goals, as well as of unity; (c) to 
integrate - which promotes a common effort by all different 
components; (d) to disintegrate - which makes possible the 
pursuit of self-centered goals (pp. 79-80). As Oshry 
(1977) affirms: 
Organic power is the management of system 
energy. The goal is neither to diffuse that 
energy (which is often the consequence of 
Shared Power orientations) nor to blow it out 
of control (as is often the result of Parochial 
Power orientations). The goal is to develop an 
organism of which we are a part, an organism 
that can be aware of itself, that can respond 
complexly and effectively in its environments, 
that can maintain itself as situations require 
(p. 83) . 
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Leadership in a Democratic Society 
Jerrold Novotney (1973), in his discussion about the 
concepts of democracy and leadership, said the following: 
Three types of group climate have been 
identified and labeled: (l) anarchy - every 
person does just as he pleases, with the 
expectation that everyone else will be so 
tolerant and considerate that no one will be 
in another's way; (2) autocracy - everyone 
is forced to do what the leader desires; 
(3) democracy - the middle-of-the-road 
approach. Whereas anarchy provides no 
leadership as such, and autocracy provides 
almost negative leadership, democracy seeks 
to provide positive leadership (p. 16). 
The idea, however, that leadership is compatible with 
democracy has not been easily accepted. First of all, the 
word leader conjures images of a Fuhrer, a Duce, or a 
Caudillo, tyrants whose memories evoke pain, and suffering, 
and disrespect for human life and freedom. Second, the 
political culture of the last three centuries has been 
imbued with the ideals of democracy and equality, and 
leadership does not appear as a natural complement. As 
Eric James (1951) states: 
A philosophy that emphasizes the likeness of 
all men will be averse from recognizing 
those exceptional qualities in any 
individual which place him so clearly above 
his fellows that he may justly claim to lead 
and influence them (p. 6). 
Leadership and democracy are parallel but not 
incompatible concepts. Ideally, the parallel lines that 
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define leadership and democracy should approach each other 
to the point of fusion. The Japanese researcher Misumi 
(1985) affirms: "leadership cannot be negated by democ¬ 
racy, only transformed" (p. 4). And Eric James (1951) 
explains: 
Much of the distrust of leadership arises 
from a false picture of what it implies, 
and a failure to recognize that it is capable 
of assuming — indeed, that it must assume if 
it is to be successful —new characteristics 
to adapt it to a society such as ours (p. 14). 
And he cites three conditions indispensable to the effec¬ 
tiveness of leadership in a democratic society: 
(1) universal access to positions of leadership; 
(2) leadership based as much as possible on persuasion; 
(3) delegation of authority and responsibility to its 
greatest extent (James 1951, pp. 14, 15, 16, and 17). 
The process of transformation that leadership has to under¬ 
go in a democratic society starts with a limitation of its 
power (Cohen .1984, Korda 1984, Pfeffer 1984, Misumi 1985, 
Hollander 1984, James 1951). 
Leadership in a democratic society has to be founded 
on morality. The words Loye uses — good leader must be 
defined in a moral context, as Dewey and Kohlberg estab¬ 
lished. The "good leader" has also another function, that 
of maintaining the cohesion of the group where he or she is 
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inserted as a functioning member. This means that the 
leader must facilitate the development of channels of 
communication through which each and all members find their 
energies well used, replenished, and stimulated, in a 
process where there is a commonality of goals, a sharing of 
experiences, hardships, and successes, and which operates 
in a continuum of interwoven web of efforts, relationships, 
and reciprocal fulfillment of needs. This interaction of 
individuals and groups is naturally dynamic, and defines 
their social and individual development. David and Mary 
Powers (1983) explain it in this manner: 
An academic administrator who is dedicated 
to governance through consultation is 
engaged in a practice in a second, stronger 
sense because he is pursuing an internal 
good — maintenance of a university as a 
community. (...) To foster practices and 
traditions and development of individual 
members, a community cannot be a mere 
collective of activities; it must function 
in ways that provide internal networks of 
support for all members in each area of 
endeavor or to sustain them in all necessary 
ways while they undertake their tasks. It 
is with the development and maintenance of 
these networks that persons who regard 
administration as a practice concern them¬ 
selves (p. 157) . 
And Novotney (1973) affirms: 
In a democratic society, such as ours, 
leadership boils down to being a process 
concerned with stimulating and aiding groups 
to articulate common goals and to devise 
voluntary means for moving toward them. 
(...) It falls to the leader to mold the 
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group into a solidarity that will bring 
about not only the desired ends of the group 
as a whole, but of the individuals as 
separate entities as well (pp. 12-13). 
It is encouraging to see that many thinkers have defined, 
and are defining, leadership in terms that affirm the role 
of the leader along lines close to the thinking of Dewey, 
Kohlberg, and Freire. James MacGregor Burns (1978) defines 
leadership in the following manner: 
(Transforming leadership) occurs when one or 
more persons engage with others in such a way 
that leaders and followers raise one another to 
higher levels of motivation and morality. (...) 
Power bases are linked not as counterweights but 
as mutual support for common purpose. (...) But 
transforming leadership ultimately becomes moral 
in that it raises the level of human conduct 
and ethical aspiration of both the leader and the 
led, and thus has a transforming effect on both. 
(...) Transforming leadership is dynamic 
leadership in the sense that the leaders throw 
themselves into a relationship with followers 
who will feel "elevated" by it and often become 
more active themselves, thereby creating new 
cadres of leaders (p. 20). 
James Slezak (1984) states it in similar terms: 
A leader energizes the system, generates 
the magic that makes everyone want to do some¬ 
thing extra, and exhibits the optimism it 
takes for progress to occur (p. 3). 
And when defining the principles for effective interaction 
between leaders and followers he (Slezak 1984) states: 
All people exist at the center of their 
own world of experience. (•••) The only circum¬ 
stances people can understand are those that they 
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can relate to their experience ( \ PmnafVnr 
them3 tl}ink|nVith people- n°t for'them or about 
nem. (...) True cooperation is possible only 
if t m^uai system of influence prevails, and 
if a climate exists in which collaboration is 
appreciated (p. 89). 
Leadership and Followership 
Leadership in all its attributes, cadences, and forms 
predicates first and foremost a two-way process. As Karmel 
(1984) defines it: (...) leadership can be defined in 
terms of dyadic and interactive behaviors of leader and 
follower, emphasizing evaluation of dynamic interindividual 
interaction (p. 66). We cannot, thus, speak of leadership 
without mentioning followership. James S. Nolan and Henry 
F. Harty (1984) put it guite simply: 
If leadership is as important in educational 
administration as is indicated in the literature, 
why is its counterpart not equally important? 
(...) As the list is reviewed the feeling one 
derives is that all of these qualities are also 
worthy attributes of followership. (...) The 
follower must be aware of these behaviors if 
he is to react intelligently to direction. 
The identification of successful leadership 
assumes good followership. (...) Leadership 
is made to sound like a one-way street. Its 
relationship with followership is never really 
studied. (...) According to Cunningham (1976) 
leadership is a blending of leading and following 
along with several other attributes (pp. 311-312). 
Only when leaders and followers share in the same abili¬ 
ties, duties and responsibilities, vision and results, can 
true democratic systems flourish. Leadership and follower- 
ship define, thus, the true essence of democracy. Above 
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all, it defines a leader who knows how to follow. As Korda 
(1984) states: "People can only be led where they want to 
go. The leader follows, though one step ahead" (p. 62) 
To be able to follow "one step ahead" means that the leader 
must have an intrinsic and inherent knowledge of the needs, 
aspirations, and of the psychology of the follower. 
Litzinger and Schaefer (1984) explain it this way: 
Leadership is possible, says Hegel, not only 
on the condition that followership has been 
learned, but on the more radical condition 
that the leader has known subjection and 
thralldom. The mature leader not only must 
have known the travail of the follower; he 
must here and now incorporate within himself 
all that the follower is. The school for 
leadership is indeed followership, a 
followership that is fully preserved within 
leadership, but transformed for having 
moved beyond himself. (...) The leader is 
more a follower than the follower (p. 139). 
Leadership could, thus, be defined as the sublimation of 
followership. 
From another perspective, followership can also be 
defined as a form of collective leadership, whereby 
followers not only react to the leader's vision, trust, and 
courage, but are the indirect proponents of that same 
vision, trust, and courage. In democracy, leadership must 
not propose a vision unilaterally; it must synthesize, 
advance, project into the future, and translate the will, 
goals and aspirations of the followers. The followers, 
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thus, give legitimacy to the leader's role. The leader ca 
exert his influence when, and while the followers accept 
his or her position and authority. This acceptance is 
determined by the followers' perception of the manner in 
which the leader achieved his or her position, as well as 
of his or her leadership qualities (Hollander 1984). 
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Leadership and Organizational Development 
In this context, the leader is also a facilitator of 
development at all levels. As MacGregor (1969) explains: 
2. People are not by nature passive or 
resistant to organizational needs. They 
have become so as a result of experience 
in organizations. 
3. The motivation, the potential for devel¬ 
opment, the capacity for assuming 
responsibility, the readiness to direct 
behavior toward organizational goals are 
all present in people. Management does 
not put them there. It is a responsi¬ 
bility of management to make it possible 
for people to recognize and develop these 
human characteristics for themselves. 
4. The essential task of management is to 
arrange organizational conditions and 
methods of operations so that people can 
achieve their own goals best by directing 
their own efforts toward organizational 
objectives. 
This is a process primarily of creating 
opportunities, releasing potential, removing 
obstacles, encouraging growth, providing 
guidance. (...) It does not involve the 
abdication of management, the absence of 
leadership, the lowering of standards 
(p. 154). 
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Leadership also has to take into account the existence 
and equilibrium of all internal and external components of 
an organization. This implies a constant adjustment of the 
organization, such as the school, in relation to society. 
This interaction between leaders and followers in a demo¬ 
cratic context creates the ideal conditions for development 
through a dialogue that is truly liberating, that cannot be 
accomplished in lower forms of leadership, such as the 
authoritarian model. 
After reviewing several studies on leadership and 
school effectiveness, Kal Gezi (1986) reports that, 
although it has not been consistently demonstrated that 
group productivity is related to authoritarian or to 
participatory leadership (p. 2): 
[Participatory leadership] seems to infuse 
the school not only with the vision but with 
the positive climate, communication and support 
that are essential ingredients of a sense of 
ownership, enthusiasm, commitment and pride 
in achievement (p. 11). 
From these findings we can conclude that productivity 
can be accomplished through authoritarian or participatory 
ways. The difference lies in the motivation behind accom¬ 
plishment: in the authoritarian model fear is the catal¬ 
yst? in the democratic one, it is a sense of ownership and 
belonging; teachers and students know that they are shap¬ 
ing their own lives, present and future. 
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Participatory leadership should not be the norm just 
for the sake of productivity, or even effectiveness. 
Participatory leadership must inform the very existence of 
the school: from the development of its rules, to the 
process used to arrive at decisions. As R. s. Peters 
(1973) explains: 
Whatever is said about such difficult 
issues, which raise the whole question of the 
status of moral knowledge and of the position 
of the school in society, there are extra con¬ 
siderations which strengthen the case for as 
much joint decision making in such areas as is 
possible. The first is that rules in such a 
community are much more likely to be observed 
and respected if the community as a whole feel 
that they have had a say in determining what 
they shall be (p. 51). 
Joint decision making, however, has another equally 
important outcome. Following the Deweyan and Kohlbergian 
vision of the school as the utopian version of tomorrow's 
world, the school is assuring more democratic institutions 
and practices in the society of the future when democracy 
is part of its daily life. Peters (1973) states it this 
way: 
In other words, in a school there is one 
question about the degree to which its 
decision making should be democratic; but 
there is also another question about the 
contribution which is made to education for 
democracy (p. 51). 
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Democratic leadership must understand that democratic 
institutions are not the most efficient, and that education 
and effectiveness must never be confused with efficiency 
(Peters 1973). On the other hand, the lower level of 
efficiency will be more than compensated by the growth in 
effectiveness. Tom Peters (1988) affirms that "the 
ultimate stage of involvement is the regular, spontaneous 
taking of initiative" (p. 291). The result of such an 
environment is defined by problems being solved, by new and 
better approaches being developed to address an old situa¬ 
tion, and by a heightened level of school morale. To be 
fruitful, however, involvement has to be purposeful and 
genuine. As Peters (1973) affirms: 
For it is of cardinal importance in 
democratic procedures that those concerned 
should know whether they have been summoned 
just for "advice and consent" or whether 
they are members of a meeting which has real 
competence to make decisions. (•••) A 
great deal of apathy and cynicism is likely 
to develop if democratic procedures are used 
just as a formal fagade for paternalistic 
manipulation (p. 53). 
After reviewing many studies, Gezi (1986) states: 
In all of these studies, the role of 
leadership in school improvement, whether 
urban or suburban, is critically emphasized. 
(...) Leadership seems to infuse the school 
not only with the vision but with the 
positive climate, communication and support 
that are essential ingredients of a sense of 
ownership, enthusiasm, commitment and pride 
in achievement (p. 6). 
86 
To foster development is, thus, one of the principal, if 
not the principal, mission of the democratic leader. We 
have seen from the study of the systems analysis theories 
that development is not an isolated phenomenon, that 
personal development always results in social development, 
and that this reciprocity of causes and effects occurs in a 
symbiotic fashion. Organizational development is a condi¬ 
tion sine qua non for the survival of any social group. We 
could even say that development is one of the attributes of 
any organization. This signifies that no individual exists 
in the silence of loneliness; that loneliness and isola¬ 
tion are diseases, and definitely not the natural form of 
existence; that the life of individuals in organizations 
is characterized by a continuous, irrepressible, mutually 
affecting interaction; that life in a system thrives, is 
nurtured, and has meaning in a developmental environment; 
that the role of the leader is to ensure the free flow of 
individual and group development. As Novotney (1973) 
states: 
Ultimately, a leader's major concern is to 
increase group maturity. The maturity 
spoken here is closely related to accurate 
self-evaluation. (...) It falls to the 
leader to help the group get accurate and 
pertinent information in order that it may 
diagnose its own position, locate barriers 
within its operation, and determine the 
resources available to it. The principal 
means of accomplishing such data collection 
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is through active participation of group 
members. In fact, as group maturity 
develops, leader-centered activities should 
decrease. in a mature group, leadership 
will not inhere continuously in any one 
person. Typically, a mature group will 
delegate different leadership functions to 
subgroups so that leadership is exercised by 
a team or by those recognized as resource 
persons rather than by any individual 
(p. 18). 
Thei democratic leader is, thus, the catalyst for the 
group's development, and in so doing he or she must know 
the moment when his or her style and form of action must 
change, and even, when leadership must cease to exist as a 
force materialized in his or her person. It seems, from 
the above, that the ultimate form of organizational devel¬ 
opment is a society where the concept of leadership is no 
longer associated with a person, but is implicit and 
inherent in each organizational component. One could argue 
that such a form of society shares many similarities with 
anarchy. I would have no great reluctance to accept such a 
premise, provided that one condition was met: the opera¬ 
tion of all subsystems and systems at the same high level 
of social and moral development. In such a republic one 
could rationalize the absence of leadership as the function 
of a person or group, because, presumably, people and 
groups operating and interacting at stage five or six of 
the Kohlbergian scale would be incapable of developing a 
program of action for the supremacy of one group over 
another, or to promote the self-destruction of the group 
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through the disintegration of its web of relationships. 
Such a scenario iS/ however, quite unlikely and highly 
improbable in social groups, regardless of their size, 
motivation, and scope of action. 
I do believe that the need for democratic leadership - 
- singular or collective — is indeed inherent in the 
notion of a social system. 
Leadership and School Climate 
The quality of interaction of a social system defines 
its climate. One could say that as the meteorological 
climate defines in varied ways (psychological and physical) 
the scope and tone of our actions, so does the organiza¬ 
tional climate influence the operation of a social group. 
We could also say that organizational climate is the 
barometer which measures a group's effectiveness. There 
are many definitions of school climate: the writers of the 
Minnesota School Effectiveness Program (1984) define school 
climate as follows: "A tone or atmosphere resulting from 
the interaction among teachers, students, and principals, 
and consisting of attitudes, beliefs, values and norms" 
(p. 10) . And Lindelow and Mazzarella (1981) affirm: 
School climate is the feel an individual gets 
from his or her experiences within a school's 
social system. This feel or "subtler spirit" 
is the "global summation" of the individual's 
perceptions of how school personnel and 
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students behave and interact. These behaviors, 
in turn, are largely determined by the under— 
norms in the school, which dictate what 
kinds of behaviors and interactions are appro- 
(...) A healthy school climate is 
important because it is associated with higher 
achievement, better behavior, and better 
attitudes (pp. 186-187). 
Litwin et al. (1978) offer a more technical and detailed 
notion of organizational climate: 
Technically stated, climate is a set of 
measurable properties of a given environment, 
based on the collective perceptions of the people 
who live and work in that environment, and 
demonstrated to influence their motivation and 
behavior. Simply stated, climate is a way of 
measuring people's perceptions of what it is 
like to work in a given environment (pp. 187-188). 
One could argue that productivity would be a more 
accurate measure of a system's effectiveness. Most social 
functions, from the capacity to learn to the notion of 
schooling, from the worth of a person to the health of a 
nation, from the faith of a person to the perceived influ¬ 
ence of a church, is measured in terms of material output, 
and disclosed in neat sets of figures. One's IQ is 120, 
the SAT scores of a school average 475, Mr. Smith is worth 
one million dollars, the GNP of a nation is x, Ms. Jones is 
a large contributor to her congregation, church Y has over 
twenty thousand members, and so on. All of these state¬ 
ments in our culture reveal the idea of power and worth. 
This form of measuring the worth of a person or group 
defines a very materialistic and oversimplified view of 
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reality. It also reflects the theory of single causation 
of the mechanistic model. On the other hand, Gezi (1986) 
has shown that high productivity cannot be demonstrated to 
be the result of autocratic or democratic systems (p. 2). 
The synergistic paradigm and systems analysis theories 
describe reality in terms of inter-connected and inter¬ 
acting webs of beings and relation-ships. m such an 
environment, the optimal state of operations is one where 
all components interact without impediments, in a total 
synergistic mode, and with its homeostatic controls in 
normal operation. Given such a state of affairs, all 
generated energy would have a positive outcome. What 
matters, then, is not so much the measure of output, but 
the definition of the level of quality of its operating 
pattern, or organizational climate. 
From a systems analysis perspective, it is the role of 
leadership to establish mechanisms whereby the climate of a 
group can be defined, or measured, at any time, so that it 
may be improved through the creation of systems designed to 
remove obstacles, smooth out imperfect surfaces of inter¬ 
action, and restore the free flow of energy. Organizational 
climate can, thus, be measured and modified to produce the 
expected results. Litwin et al. (1978) identified six 
variables of organizational climate: (1) clarity - "indivi¬ 
dual degree of understanding of an organization's goals and 
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policies;" (2) commitment -"dedication to goal achieve¬ 
ment;" (3) standards - "the emphasis that management 
places on high performance;" (4) responsibility - the 
degree to which employees feel personally responsible for 
their work;" (5) recognition -"the feeling that people are 
recognized and rewarded for doing good work;" (6) teamwork 
"the feeling of belonging to an organization." The first 
three define the "performance dimensions," and the latter 
three the "development dimensions" (p. 191). 
The importance of climate to the life and well-being 
of systems is obvious and dispenses further elaboration. 
In our day, the extent to which techniques of measuring 
public opinion (or climate) is tremendous. Gallop and a 
myriad of other polls, surveys, and marketing studies are 
produced in cyclopean quantities. The use of such surveys 
is many times in accordance with their intended purposes as 
defined by the systems analysis theories, which is develop¬ 
ment. Many other times, however, such studies are done for 
the purpose of control and manipulation. In this category 
one could include the studies behind the massive doses of 
commercial publicity which bombard us every instant, no 
matter which sort of media we consult. 
Summary: 
I do firmly believe that human beings tend naturally 
to realize their ultimate good. This tendency is not so 
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much the result of an innate deterministic imprint on the 
human species, as it is the natural outcome of human 
development. For development is the antithesis of deter¬ 
minism. While the former defines the human progression in 
accordance with the synergistic paradigm, the latter trans¬ 
lates an explication of history which is static, pre-ar¬ 
ranged, and in full conformity with the mechanistic 
paradigm. 
More than ever does it seem obvious that the world has 
grown too complex, and, in a paradoxical way, too small an 
environment to be circumscribed by the limiting postulates 
of the mechanistic model. The labyrinthine web of human 
relationships makes the neatness of linear causality, and, 
therefore, of the scarcity paradigm, an historical 
irrelevance. In this context, as a living organism, the 
human person strives toward the realization of his or her 
full humanity. This developmental process cannot lead, by 
definition, to any outcomes that do not promote the full 
enjoyment of the highest qualities of life, which include 
freedom, democracy, and justice. No process of human 
development can ultimately lead to self-destruction, or to 
a state of existence defined by limiting and oppressing 
notions of liberty, of participation, of fairness, in other 
words, of human potential. 
93 
To conceive a world framed by an ideology which 
prescribes the human environment in terms of its formal and 
informal structures, and which defines these structures as 
pre-arranged, static models, is to embrace a dogmatic and 
doctrinaire attitude that negates reality, subverts an open 
understanding of history, and, in a more profound way, is 
the very antithesis of ideology. For, by framing people 
and their institutions into pre-determined and pre-defined 
structures, it rules out the notion of action, which is at 
the core of the notion of idea. A system of theories for 
the limitation of the human potential, may be considered a 
doctrine, not an ideology. 
Dewey, Kohlberg, and Freire give us a good foundation 
for our intellectual understanding of democracy, justice, 
and freedom. A synthesis of their theories demonstrates 
that none of these three concepts can exist in the absence 
of the others without loss of meaning; that indeed democ¬ 
racy is a hollow concept without the driving force of 
justice, and a free environment; that indeed justice 
separated from the living interaction of human beings in a 
free and democratic environment is nothing but an abstrac¬ 
tion; that indeed freedom apart from justice is amoral at 
best, unethical at its worse, and without democracy may 
lead to either authoritarianism or anarchy, neither of 
which is compatible with the developmental parameters of 
the synergistic paradigm. The greater significance of this 
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concept is defined by the corollary that no human enter¬ 
prise, and no understanding of the human quality may be 
endeavored in isolation, or in the absence of democracy, 
justice and freedom. We cannot speak, therefore, of 
leadership without the intellectual environment informed by 
democracy, justice, and freedom, as we cannot understand 
the nature and the role of educational leadership in the 
context of an educational model that is undemocratic, 
arbitrary, and oppressive. 
I consider the analyses of Dewey, Kohlberg, and Freire 
as indispensable to a clear formation of our own beliefs, 
and to the construction of our frameworks of reference. 
Many others have expanded, and even perfected the ramifica¬ 
tions and the applications of the Deweyan, Kohlbergian, and 
Freirean theories. They remain, however, the pioneers in 
our time of the intellectual discovery of the very old 
notions of democracy, of justice, and of freedom. They re¬ 
phrased these ancient notions in words we understood, and 
for a context that we could recognize. As pioneers, they 
remain a refreshing source for any consideration of the 
human enterprise. My contention in this dissertation is 
that a synthesis of these three analyses must occur if we 
are to discourse on the nature of education, on the nature 
and the role of educational leadership, and on their 
respective and joint applications. 
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Central to the notion of a society, which tends to be 
democratic, just, and free, as previously defined, is the 
concept of leadership. The continued need for leadership 
in our current stage of development is obvious, as we have 
seen. A more intriguing and challenging question is 
whether, in the democratic, just, and free state, the 
concept and the role of leadership becomes irrelevant. If 
we were to attribute to the human social system the same 
characteristics with which we define a biological system, 
we could argue that in an ideally functioning synergistic 
system there would be no place for leadership. We would, 
however, be hard pressed to explain how change occurs, and, 
if it no longer occurs, what kind of development takes 
place. In other words, if a society reached a stage six of 
development in the Kohlbergian scale of moral development, 
where, therefore, full participatory democracy, freedom, 
and justice are the foundation and informants of daily 
life, would men and women be able to promote their own 
development toward an ever receding absolute of perfection, 
without recourse to the notion that change is vital to 
development, and that change is one of the attributes of 
leadership? Can reason promote change? Can a whole sys¬ 
tem, or systems, synthesize and articulate the common 
vision? 
I believe that the conception of a human social system 
in the same manner that we understand a biological one, is 
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reductionist in nature, and, therefore, incompatible with 
the notion of human development. For men and women possess 
qualities that transcend the biological world. There is a 
capacity for innovation, a restlessness for action, and an 
unpredictability of behavior permeating the human consor¬ 
tium, that has no parallel in the biological world. This 
human spirit lends social systems a quality all of their 
own. Theories of human development must consider the 
tension and the conflict which result from the interactions 
of human beings. For human beings, unlike other biological 
organisms, have the capacity, if not the inclination, for 
self-destruction, and the massification of the human will 
could, presumably, lead to such a catastrophe. Leadership 
that is democratic, just, and free, is the catalyst for 
action that is life preserving, and life enhancing. 
Leadership is, thus an integral component of any human 
social system, and, as such, must evolve as the system 
evolves. Some of the theorists we analyzed, such as 
Novotney (1973), have stated that as social groups develop, 
the role of leadership is exercised more and more in a 
collegian, rather than in an individualistic fashion 
(p. 18). Leadership, however, will continue to be an 
inherent component, or subsystem, of any human social 
group. Bennis and Nanus (1985) state that "leadership is 
an essentially human business" (p. 55). 
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The manifestation of leadership in all of its aspects 
is, of course, of supreme importance, for it is the visual 
and concrete translation of its function. The way chosen 
by the leader — individual or collective — to articulate 
a vision, to communicate, to motivate, to promote change, 
to propel the creation of structures which will foster full 
development, is of paramount consequence. This chosen way, 
as defined by the behaviors, attitudes, and processes 
adopted by the leader to exert effective leadership, is 
what has been labelled "style." The style of the leader 
is both an innate as well as a learned quality. Does this 
mean that only some persons can be leaders by reasons of 
characteristics acquired with birth? Definitely not. What 
it does say, however, is that some leaders are innately 
more effective than others, if more democratic. It does 
say, also, and this is of the greatest significance, that 
persons in positions of leadership must be introspective 
enough to be able to recognize strengths and to compensate 
for weaknesses (Bennis and Nanus [1985] p. 58), and suffi¬ 
ciently extrospective to embody the adequate self for a 
particular situation. In this it says that style is a 
learned quality. Even though there are not any prescribed 
models of behaviors which could be applied indiscriminately 
by any leader in any situation, the leader must, however, 
be able to analyze himself or herself, assess situations, 
develop a plan of action for the group, and another for his 
or her intervention. The leader must, therefore, be 
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conversant with all the research on leadership, and on many 
other related fields, such as theories of democracy, 
justice, freedom, development, power, and so on. He or she 
must realize the complexity of the human condition, so that 
the foregone conclusion is that the level of leadership 
effectiveness is directly related to the level of acquired 
knowledge. in this way, leadership is scholarship. When 
innate attributes, such as charisma, eloquence, or appeal, 
come into confluence with broad scholarship, we have 
leaders of larger than life magnitude, men and women like 
Churchill, the Roosevelts, Theodore, Franklin and Eleanor, 
Lincoln, Martin Luther King and Ghandi, Florence 
Nightingale, Susan B. Anthony, and many others. In 
conclusion, the chosen style of a leader may differ from a 
situation to another, it must, however, be always coherent 
with the principles, beliefs, and motivations of the 
leader. Style is, thus, one of the cornerstones of 
leadership. As Warren Bannis and Burt Nanus (1985) said: 
"style of leadership is central to organizational success" 
(p. 17). 
Looming over all of these concepts is the notion of 
power. As ubiquitous as leadership in all the social 
sciences, power is, nonetheless, one of the most uncompre¬ 
hended, taken for granted phenomena, as we have seen. 
Theories of power have been developed mostly based on its 
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manifestations rather than on its true nature. Like 
leadership, power is intrinsically and inherently human, 
and as such has developed and evolved, been defined and 
used in accordance with the prevailing vision of the time, 
the needs and expectations of leaders and followers, the 
nature and scope of human relationships, in fact, according 
to the stage of development of the social group at any 
given time of history. From power over to organic power we 
have traveled a long distance, and an even longer one must 
still be undertaken. Our understanding of power must be 
addressed in a different way, a way that brings different 
imperatives of human development into the confines of our 
discussion on power. From a developmental perspective, we 
cannot study power in isolation, inasmuch as we cannot do 
it for democracy, justice, and freedom. For without 
democracy power is oppression, without justice it is the 
egotistical imposition of the will of some for the exploi¬ 
tation of others, without freedom it is tyranny. 
Power, however, that is understood in terms of democ¬ 
racy, of justice, of freedom, of the interconnectedness of 
human relationships, is power that transforms worlds of 
vision into worlds of reality. Bennis and Nanus (1985) say 
that "power ... is the reciprocal of leadership," and that 
"leadership is the wise use of this power" (p. 17). Power 
is, indeed, the complementary force of style in the concept 
of leadership. The effectiveness of leadership resides in 
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the leader's capacity and ability to use his or her under¬ 
standing of style and power in a way that binds people 
together, promotes equilibrium in the system, thrusts 
persons and groups into action, gives people and organiza¬ 
tions a sense of identity, a focused vision, and a plan for 
development. 
The intent of this study is to analyze two models of 
leadership structures in environments with democratic 
tendencies: one where administrators are appointed, and 
another where they are elected by their peers. It seems to 
me that if democracy is the law of the land, and if schools 
are to be democratic, the issues resulting from the 
appointment versus the election of administrators are of 
great importance for an understanding of effective schools. 
From the perspective of democratic legal norms, both sys¬ 
tems are valid ones. In terms of school culture, however, 
some differences are bound to occur. Theoretically, it 
would appear that the elective model would foster a better 
sense of community, while the appointive model would 
promote the emergence of strong leaders, and a greater 
level of efficiency. Equally important will be the 
analysis of the historical and cultural environment of each 
school. History and organizational culture determine many 
of the characteristics of how systems operate and incorpo 
rate change. 
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Two urban public schools will be analyzed: one in the 
United States, The Cambridge Rindge and Latin School, of 
Cambridge, Massachusetts, the other in Portugal, the 
Escola Secundaria de Pedro Nunes, of Lisbon. Both of these 
schools are, one through reason and choice, the other by 
design, courageous attempts at facing and solving educa¬ 
tional and social issues in a democratic manner. Even 
though both schools fall short of their stated goals, they 
continue to be splendid examples of educational institu¬ 
tions which have comprehended the developmental nature of 
their mission, are full of pride in their traditions, 
history, and reputation, and are profoundly committed to 
their charges, young and old. 
NOTES: 
-*-This danger is also forcefully and eloquently stated by 
Dorothee Soele (1981): "So when I try to describe the First 
World, I am making a statement about what at best awaits 
you, in the framework of the development design. (...) I 
am talking about Egypt and about the extremely pleasant 
life at Pharaoh's court; but it could well be that later on 
you too will perhaps be in the same danger of for-getting. 
All our upbringing and education in the First World is 
directed towards smothering our need for liberation and 
towards making us forget that need. (...) Pasolini sees the 
emergence of a "right-wing revolution" (...) that . . . £l^t 
destroys and then redefines all existing institutions - the 
family, culture, language and the church. He calls this ^ 
new state of affairs "hedonistic fascism" or consumismo. 
(...) the new consumerism is the perfect suppression o 
what used to be called the soul" (pp.3,4,5). 
CHAPTER II 
THE STORY OF EDUCATION IN AMERICA AND PORTUGAL 
The Historical Context of the Research Problem 
Human beings live in history. As Freire (1985) said: 
"History is becoming; it is a human event" (p. 129). This 
process of becoming is only possible through action, which 
cannot be defined by one or by a series of random and 
unconnected acts: it must consist of deliberate acts, which 
are born of, and informed by, reflection. Freire (1970) 
calls this process of action and reflection, praxis (p.75). 
The inherent implication is that past and present are 
intertwined in such a way that one does not exist without 
the other. The present, thus, cannot be understood without 
an accurate reading of the past, because our present is 
completely interconnected with all that has happened 
before. Past and present do not exist in a state of mutual 
separation, they are inherently inter-connected. Karier 
(1975) puts it this way: 
In this respect, history is a part of the 
living present and every new present 
generates a need to re-examine the past. If 
that past is to remain connected as a vital 
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explanation for the living present, the 
questions the historian asks of the 
past are important not only for shaping his 
particular view of the past, but also for 
determining his contribution to the solution 
to the present-day problems. Historical 
interpretation, thus, is inescapably bound 
up with the problems of the present as well 
as the possibilities for their solution 
(p. xvi). 
Our reading of the past, however, will not re-create 
another day as it might have happened in its most minute 
detail. For we read the past with the eyes of today, we 
understand it in accordance with our present framework of 
references, we give it life through words which are 
immediate. In this way, an analysis of the past always 
presumes a re-writing of history. Historical research, 
then, has to be undertaken with the consciousness that it 
is, essentially, an act of the present. This act, however, 
to have historical validity and to separate itself from 
fiction, must rely on credible documentation, and on an 
unbiased use of those documents. The interpretation of 
past experiences through the reading, analysis, and 
synthesis of documentary evidence, serves to inform and to 
advance solutions —at least, perspectives that are more 
lucid — to present problems. For in the web of life, past 
and present form a total entity within the history of human 
beings with the world and in the context of time. 
Our analysis of two high schools, The Cambridge Rindge 
and Latin School, of Cambridge, Massachusetts, and the 
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Escola Secundaria de Pedro Nunes, of Lisbon, Portugal, 
would not be complete, nor relevant, without a search into 
the events that shadow their existence today. The histor- 
i 
ical research will give them perspective, action, signifi¬ 
cance, and context. 
Education in America: The Promise Fulfilled 
The story of education in America is in many ways the 
story of this country's social and ideological development. 
Education was considered, since the beginnings of the 
European settlement in New England, the catalyst for social 
upward mobility, and for the building of a nation cohesive 
in its common principles, and with generally accepted 
standards superimposed on a highly decentralized system. 
In the absence of a national church, the school soon became 
the secular temple where the American soul was expected to 
be sculpted for the higher calling of life in a democracy. 
In a large measure, the school has fulfilled its goal, and 
the nation has kept its initial promise of providing the 
means for the establishment of a nation of literate 
citizens. 
The intent of this historical analysis is not to 
render a comprehensive study of education in America, but 
to provide depth and background to an understanding of the 
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evolution of education and schooling in New England, with 
a special focus on Cambridge. 
The narrative starts with the founding of Cambridge by 
the Puritans of Boston. This does not mean that, previous 
to the fact aforementioned, no history of human settlement 
had ever existed in the area. In the very site chosen for 
the erection of Cambridge, several groups of people, com¬ 
monly referred to as Indians, had lived for many centuries, 
and had built a society which functioned well and met their 
needs. European and Indian settlers did establish in 
Cambridge a reasonably friendly intercourse of trade and 
social communication. The influence, however, exerted by 
the native population on the character of social and educa¬ 
tional institutions, as they survived to this day, is 
negligible. Neither had the Puritans the flexibility of 
spirit to accept forms of existence disparate from theirs, 
nor was the native culture powerful enough and techno¬ 
logically advanced to withstand successfully the intolerant 
cultural onslaught of the Puritans. Theirs was a spoken 
and expressed mission to construct the kingdom of God on 
earth, as they perceived it to be, and that determination 
would not permit any other parallel social structure. They 
were bent on imposing their supremacy upon any and every 
group that they could dominate. 
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God and Letters in Massachusetts: 
The Puritan Experiment 
Cambridge was founded by design as a safe place, a 
site where the people of Boston and Charlestown could seek 
refuge, were their colony ever to be invaded. On December 
28, 1630, Governor John Winthrop and Deputy Governor Thomas 
Dudley, of the Massachusetts Bay Colony, agreed and decided 
finally to build a fortified town on the place where 
Cambridge now stands. As an early historian, Johnson, 
relates the event (cited in Paige, 1877): 
At this time, those who were in place of civil 
government, having some additional pillars to 
underprop the building, began to think of a place 
of more safety in the eyes of man than the two 
frontier towns of Charles Towne and Boston were, 
for the habitation of such as the Lord prepared 
to govern this pilgrim people. Wherefore they 
rather made choice to enter further among the 
Indians than hazard the fury of malignant adver¬ 
saries who in a rage might pursue them, and there¬ 
fore chose a place situate on Charles River, e 
tween Charles Towne and Water Towne, where they 
erected a town called New Town, now named Cambridge, 
being in form like a list cut off from the broad¬ 
cloth of the two forenamed towns, where this 
wandering race of Jacobites gathered the eighth 
Church of Christ (pp. 6-7). 
This marvelous text exemplifies for us some of the major 
tenets of Puritanical life in New England: (1) a deep 
religious faith; (2) the concept that civil government was 
based on the religious principles of calling and trustee^ 
ship; (3) their conviction that they were God's chosen 
people; (4) their intention of building a City of God in 
107 
New England, the direct descendant of the traditional seven 
Churches of the New Testament. 
The Puritans who came to Massachusetts were men and 
women of great faith and with a profound sense of destiny. 
They were Protestants and Calvinists, and they had left 
England, in part because their country of birth did not 
allow them the full and unimpeded exercise of their 
religious beliefs. The monarchical temporal rule, and the 
trappings and rites of the Anglican Church were anathema to 
their theological certitude, which affirmed the greatest 
simplicity as a form of worship, the repudiation of the 
episcopal form of ecclesiastical organization, and the 
commitment to subordinate temporal rule to spiritual 
ordinations. Calvinism endowed the Puritans with a firm, 
absolute, well structured and well defined set of beliefs. 
One of the major tasks of the true believer was to 
manage, with diligence and knowledge, the share of God's 
bounty which had been allotted to him or her, in the course 
of a life meant to be a process of sanctification. A 
righteous life was characterized by simplicity, austerity, 
honesty, and hard and industrious work. As trustees of 
God's world, they must endeavor to take good care of what 
goods had been entrusted to them, and in this respect the 
accumulation of wealth was seen as a sign of Go 
approval. Poverty, consequently, must logically be 
construed as the result of God's wrath. 
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Calvinists intended to create the Civitas Dei in this 
world, a city designed to glorify God and to ensure His 
people with the opportunity to live the true Christian 
life, "an exercise of piety" (Calvin, 1962, p. 64). This 
City was not based on democratic principles. Puritans had 
as much contempt for monarchy as they did for democracy. 
Theirs was a world filled with certainties, with no room 
for discussion about the relativity of religious beliefs, 
or about the rules of behavior. Their City was a theocracy 
as defined by Calvin (1962): 
(...) this civil government is designed, as long 
as we live in this world, to cherish and support 
the external worship of God, to preserve the pure 
doctrine of religion, to defend the constitution 
of the church, to regulate our lives in a manner 
requisite for the society of men, to form our manners 
to civil justice, to promote our concord with each 
other, and to establish general peace and tranquili y 
(p. 68). 
Calvinism attracted a great following among the middle 
classes. It met all of their needs: it validated their 
values, justified their vocation, promoted their goals. 
Gutek (1986) explains: 
As a religion, Calvinism appealed to Europe's 
entrepreneurs, merchants, and professionals who 
at the time of the Protestant Reformation were 
outside of the general theological framework of 
both Roman Catholicism and Anglicanism, which 
appea^Ho the landed aristocracy, gentry, and 
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peasantry rather than to the middle classes. In 
fact, the medieval Church had strong injunctions 
against money lending, which was condemned as usury 
(p. 4). 
This vision of an exacting God, a fallen humanity, and 
of a human life called to discover the will of God, to 
submit to it unconditionally, and to be a diligent and 
capable trustee of God's munificence, conspired to imbue 
Calvinists with a tremendous desire and urge to seek an 
education sufficient to the exercise of their duties as 
members of the Church (discovering God's will in the 
Bible), and as stewards of their allotted share of worldly 
goods. 
In a Calvinist community, education served a dual 
purpose: to prepare an educated and theologically 
enlightened clergy, capable of translating the Word of God 
into the needs of everyday's existence, and to instruct a 
citizenry in the minimal competencies required to study and 
to apply the Word of God to their daily lives, and to earn 
a living adequately. Calvin favored an universal system of 
education subsidized by the local communities as a means to 
ensure that all believers might better discover and follow 
the Will of God (Gutek, 1986, p. 5). 
Immediately after their settlement in Massachusetts 
Bay, the Puritans resolved to develop a system of 
education. As Paige (1877) reports: 
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In 1643, there was published in London 
a Tract entitled "New England's First 
Fruits; in respect, first of the Conversion 
of some, Conviction of divers, Preparation 
of sundry, of the Indians. 2. Of the 
progresse of Learning, in the Colledge at 
Cambridge, in Massachusetts Bay. (...) 
After God had carried us safe to New 
England, and wee had builded our houses, 
provided necessaries for our livelihood, 
rear'd convenient places for Gods worship, 
and settled the Civile Government; One of 
the next things we longed for, and looked 
after, was to advance Learning and perpe¬ 
tuate it to posterity; dreading to leave an 
illiterate Ministery to the Churches, when 
our present Ministers shall lie in the dust. 
And as wee were thinking and consulting how 
to effect this great work; it pleased God to 
stir up the heart of one Mr. Harvard (a 
godly gentleman, and a lover of learning, 
there living amongst us) to give the one 
halfe of his estate (it being in all about 
1700 1.) towards the erecting of a Colledge, 
and all his Library; (...) the Colledge was, 
by common consent, appointed to be at 
Cambridge (a place very pleasant and 
accommodate), and is called (according to 
the name of the first founder) Harvard 
Colledge. (...) And by the side of the 
Colledge a faire Grammar Schoole, for the 
training of young schollars, and fitting of 
them for Academicall Learning, that still as 
they are judged ripe, they may be received 
into the Colledge; of this Schoole, Master 
Corlett is the Mr. who has very well 
approved himself for his abilities, dexter¬ 
ity and painfulnesse in teaching and educa¬ 
tion of the youth under him (pp. 365-366). 
This is the first historical document referring to the 
school that is now called The Cambridge Rindge and Latin 
School. This "faire grammar schoole" was established as an 
act of the community for the dissemination of learning. 
Massachusetts pioneered schooling in America. Students 
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were taught the foundations of reading, writing, arith¬ 
metic, and religion. The first legislative effort to 
establish a system of learning throughout the Commonwealth 
was enacted by the General Court of Massachusetts in 1642. 
This law stipulated that the civil administrators of towns 
with fifty or more families should assure the "calling and 
employment of children." This law, based on the English 
Poor Law of 1601, ordered that all children in those towns 
be able to read and to have a clear understanding of their 
religion, and that those children who could not afford an 
education, be assigned as apprentices to trade masters, who 
in turn were made responsible for teaching them a trade, 
the elements of reading and writing, as well as the 
principles of religion as defined by the Puritans. This 
period of apprenticeship lasted, generally, for seven 
years. Boys usually were able to complete it when they 
reached the age of twenty one, and girls at eighteen. 
During the apprenticeship, the Master was totally respon¬ 
sible for the sustenance and education of his or her 
charges (Gutek, 1986, p. 8, Cressman and Benda, 1966, p. 
19) . This act clearly exemplifies another characteristic 
of the Puritanical psychological concept of children. 
These were considered as sinful and responsible as adults. 
Their schooling allowed them to learn how to read and study 
the Word of God and other tenets of religion, and prevented 
them from being idle. Idleness, in the strict code of 
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ethics of the Puritans, could only lead to ignorance and 
evil. Moreover, any person who could not handle a 
profession adequately might become a charge to the state. 
In this case, the education of all children was an invest¬ 
ment in the future and a sort of insurance. The Law of 
1642 placed the responsibility of children's education upon 
their parents. The civil authorities were mostly charged 
with the implementation of the ordinance as it related to 
the overview of its precepts, and to the application of 
penalties. No schools, however, were mandated to be 
established. 
The General Court of Massachusetts was not satisfied 
with the results of this law, and in 1647 passed another, 
more specific and stringent legislation. It was the famous 
"Old Deluder Satan Act." It reads in part and as cited in 
Cressman and Benda (1966): 
(...) It being one chief project of the old 
deluder, Satan, to keep men from the 
knowledge of the Scriptures, as in 
times by keeping them in an unknown tongu , 
so in these latter times by persuading from 
the use of tongues, that so at least the 
true sense and meaning of the original might 
be clouded by false glosses of ^int seemi g 
deceivers, that learning may n<*ke b^ied 
in the grave of our fathers m the church 
and commonwealth, the Lord assisting our 
endeavors. 
It is therefore ordered that every 
township in this jurisdiction, after 
Lord hath increased ^%Srthwith 
fifty householders, shall then f all 
appoint one within their town to teach all 
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children as shall resort to him to write 
and read, whose wages shall be paid either 
by the parents or masters of such children, 
or by the inhabitants in general, by way of 
supply, as the major part of those that 
order the prudentials of the town shall 
appoint? provided, those that send their 
children be not oppressed by paying much 
more than they can have them taught for in 
other towns; and it is further ordered, that 
where any town shall increase to the number 
of one hundred families or householders, 
they shall set up a grammar school, the 
master thereof being able to instruct youth 
so far as they shall be fitted for the 
university (p. 26) . 
The Act of 1647 is indeed of the greatest importance 
for the study of the establishment of organized schooling 
in America. It placed the ultimate authority and respon¬ 
sibility for education on the State Legislature, and the 
duty to implement such mandate on the cities and towns. 
Civil administration among the Puritans was mostly a local 
affair. The difficulty of inter-urban communication 
prevented the development of a strong centralized execu¬ 
tive, and the abhorrence of the Puritans toward a church 
organized around a very powerful center reminiscent of the 
episcopal tradition, fostered a congregational form of 
government. The civil and religious administration 
followed the concept of rule by trusteeship: as the State 
had trustees, such as the Governor, their Assistants, and 
the General Court, so equally did churches and schools have 
due time these political entities boards of trustees. In 
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became elected bodies, and as such have they remained to 
this day. 
The "faire grammar schoole" of Cambridge continued to 
flourish, and "Mr. Elijah Corlett, that old schoolmaster in 
Cambridge, from whose education our colledge and country 
have received so many of its worthy men" (Paige, 1877, p. 
366) , pioneered education in another, very important area, 
the education of non-white youngsters. In a letter to 
their corporation in England, dated September 7, 1659, the 
Commissioners wrote: 
(...) there are five Indian youthes att Cam¬ 
bridge in the lattin schoole, whose delligence 
and profisiency in theire studdies doth much 
encurrage us to hope that God is fiting them 
and preparing them for good instruments in this 
great and desirable worke? wee have good testimony 
from those that are prudent and pious, that they 
are dilligent in theire studdies and civell m 
theire carriage (Paige, 1877, p. 366). 
The number of students at Cambridge was never large 
during these first and pioneering years, nor was the pay 
provided to Master Corlett and his successors. In March of 
1680, Master Corlett had nine students. Besides him, there 
was a pre-elementary school taught by "schooldame goodwife 
Healy" with nine students, and an elementary school with 
three students, who had as a teacher English schoolmaster 
Edward Hall (Paige, 1877, p. 373). 
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The vigor of the legislators notwithstanding, 
education in the New England of the Puritans was in most 
cases a most dreary affair. Gutek (1986) says that 
"schooling was regarded as a form of societal exorcism by 
which childish inclinations were subdued and tamed by hard- 
work, discipline, and often corporal punishment" (p. 9). 
Physical installations were poor, instruction was stern and 
uninviting, teachers were for the most part inadequately 
prepared, and meagerly paid. The only thing that seemed to 
matter was the orthodoxy of their religious beliefs (Gutek, 
1986, p. 11). These conditions, coupled to a social 
status that was beneath the dignity of any learned person, 
created a situation for teachers whereby their tenure 
lasted in average for six months. After this, many times 
unfortunate, experience, the young and eager teacher, in 
the words of Adolphe E. Meyer, "put away his books and his 
birches to devote his surcease from intellectual cares to 
earning his keep (...) as a cow tender or plowman, or even 
a keg washer" (cited by Blinderman, 1975, p. 18). Colonial 
education maintained many of the characteristics of the 
European model. In spite of its concern for the establish¬ 
ment of minimal competencies for all, a dual system one 
for the wealthy, another for the poor ~ was continued, and 
the Puritanical belief that wealth was a sign of God's 
pleasure, only worsened the plight of the poor. 
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Education in Cambridge followed a predictable path, 
characterized by good schoolmasters (in itself a rarity in 
New England), chronic shortage of funds, but supported by a 
strong commitment on the part of the citizenry and town 
elders to maintain and improve the lot of students and 
teachers, a commitment that has continued to these days. 
In fact, Master Corlett taught for more than forty 
years. Derry (1955) states that "Corlett may be called one 
of the earliest of professional teachers in the secondary 
field" (p. 93). Nicholas Fessender, Jr., Harvard 1701, 
taught for eighteen years. William Fessender, Jr., Harvard 
1737, and a nephew of Nicholas, ministered at the school 
for eleven years, from 1745 to 1756. Samuel Danforth, 
Harvard 1715, was master for eleven years, and after 
retiring from his teaching duties, was for many years a 
judge of Common Pleas, a judge of Probate, and a member of 
the Council (Paige, 1877, p. 369). On May 16, 1737, the 
Grammar School became a "Free School", which meant that no 
tuition would be charged. In 1744, a committee was 
appointed by the City "to inspect the Grammar School in 
this town, and to inquire (at such times as they shall 
think meet) what proficiency the youth and children make in 
their learning." On May 7, 1770, another committee was 
elected to choose a schoolmaster, to supervise his work, 
and "to regulate said school." Finally, on March 23, 
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a committee was "chosen for the purpose of superintending 
the schools in this town, and carrying into effect the 
School Act" (Paige, 1877, pp. 375-376). 
The Search for the Reasonable Society 
The eighteenth century witnessed a tremendous 
philosophical revolution, commonly referred to as the 
Enlightenment. The writings of John Locke, Voltaire, Jean- 
Jacques Rousseau, and others, so stirred the hearts and 
minds of the learned young men of the British colonies in 
North America that their subsequent actions upon society 
transformed it forever. In opposition to the Calvinistic 
view of nature and of men and women as inherently corrupted 
by sin, the philosophers of the Enlightenment proclaimed a 
definition of nature and of humanity in nature as inherent¬ 
ly good. 
A precursor of this movement and one of the most 
influential educational thinkers of the seventeenth century 
was John Amos Comenius (1592-1670). Comenius thinking was 
universal in nature. He developed a philosophy which stated 
that: (1) religious infighting constituted the greatest 
hindrance to world peace; that religious antagonistic fac¬ 
tions ought to make peace with each other to realize the 
Will of God? (2) such a state of peace could only be 
achieved through "pansophia", or universal knowledge, which 
must be shared by all people and by all nations; (3) such 
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a state of knowledge could only be accomplished through an 
universal system of education, which would include nursery, 
elementary, and secondary schools, as well as universities. 
He also recommended that all instruction should be directed 
to the senses of students, using for this purpose, all 
available audio-visual materials. For Comenius (1954) the 
major goals of education were the following: 
In these schools all youth of both sexes, without 
exception, can be instructed in the sciences, 
improved in their morals, filled with piety, and, 
in suchwise, be equipped in early years for all 
that belongs to the life here and beyond. This 
will be done by a concise, agreeable, and thorough 
form of instruction which: derives its reasons from 
the genuine nature of things, proves its truth by 
dint of adequate examples taken from the mechanical 
arts, arranges the sequence of instruction by years, 
months, days, and hours, and finally, shows an easy 
and safe way for the happy pursuit of all these 
suggestions (p. 340). 
It is quite extraordinary to see how modern Comenius' words 
and thoughts sound. It is also of paramount importance to 
attest comenius' views regarding the education of women, 
for in a time when few dared to espouse the concept of 
universal education for men, he advocated emphatically that 
instruction should be ministered to "both sexes, without 
exception." 
Comenius idea of the classroom is also quite modern. 
He proposed a method of instruction centered on the 
experience of learning, free to the pursuit of students' 
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natural inclinations, and sufficiently enticing to produce 
interest and pleasure. As he (1954) affirms: 
The Beginning and End of our Didactic will 
be: 
To seek and find a method by which the 
teachers teach less and the learners learn more, 
by which the schools have less noise, obstinacy, 
and frustrated endeavor, but more leisure, pleas¬ 
antness, and definite progress, and by which the 
Christian State will suffer less under obscurity, 
confusion, and conflict, and will enjoy a greater 
amount of light, order, peace, and quiet (p. 340). 
Comenius (1954) believed in the developmental nature 
of human beings: 
For what we are, do, think, talk, contemplate, 
acquire, and possess is only a kind of ladder on 
which we always climb toward a higher rung, but 
never reach the top. (...) After birth the senses 
awake, then knowledge arises as a consequence of 
observation, and finally, will assumes the office 
of pilot by addressing itself to certain things 
and going away from other things. 
Also within the single levels of development 
we discover a definite improvement (p. 340). 
Implicit in the last sentence is the concept that develop¬ 
ment occurs in an invariant upward progression. The 
"definite improvement" of Comenius suggests that once a 
level of development is reached, there is no possibility of 
retrogression. For Comenius (1954) the whole developmental 
process was the most humanizing of experiences: it was 
through education that human beings encountered their own 
reality: 
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Nature gives the germinal capacities for 
knowledge, morality, and religion, but it does 
not get knowledge, morality, and religion them¬ 
selves. Rather these are acquired through 
learning, acting, and praying. Therefore some¬ 
body rightly has defined man as an educable animal 
since he cannot become man unless he is educated. (...) 
Hence all who are born as human beings need 
education because they are destined to be real 
men (pp. 341-342). 
The higher need, therefore, for universal education, is the 
imperative that, without it, men and women could not become 
human beings, they would just remain as a higher sort of 
animal. 
Comenius forays into educational philosophy and meth¬ 
odology inspired many of the philosophers of the realist 
school and led to the creation of the Royal Society in 
England (1662), and to the Berlin Academy by Leibnitz. His 
educational theories influenced profoundly the luminaries 
of the Enlightenment, and later generations of educators as 
well. Comenius had a tremendous impact in the educational 
establishment throughout Europe, and was undoubtedly read 
and studied by many of the leaders of America. 
John Locke (1632-1704) believed that human beings were 
born and bred in nature. All knowledge derived from the 
experience one got when interacting with the world. In 
this fashion, the ideal social state, was the state of 
nature, where people existed in complete freedom, bound 
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only by the laws of nature. According to Locke, the laws 
of nature rested on God's will, and were discovered by 
human beings through reason. The state of nature, however, 
was an ideal state. Reality showed that some human beings 
were bent on subduing and on usurping the rights of others. 
To counterbalance these tendencies, to regulate disputes, 
and to promote social equilibrium, a civil government had 
to be established. To this end, members of a social group 
willingly and freely delegated some of their prerogatives, 
such as their executive and legislative powers, to a civil 
government. This free delegation of powers constituted the 
social contract. 
Locke's theory of man in nature and of the social 
contract, questioned the very foundation of society as it 
was generally understood and had thereto existed. For if a 
social contract for the government of a social group could 
only be made between free men, what were they to do about 
the prevailing doctrine of the divine right of kings? 
Moreover, Locke advanced the theory that people had the 
right to rebel when a ruler usurped all power and rights to 
oppress them. The duty of government was, thus, not the 
innate right of a person, but it was derived from the free 
consent and association of all. Locke (1954) also had 
clear ideas about education. First of all, educational 
methodology should be developed in accordance with the 
natural characteristics of children: 
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Each man's mind has some peculiarity, as well 
as his face, that distinguishes him from all 
others; and there are possibly scarce two 
children, who can be conducted by exactly the 
same method (p. 382). 
Second, more important than the development of the 
intellect, was the promotion of a healthy body, and of a 
sound character: 
A sound mind in a sound body, is a short but 
full description of a happy state in this world. 
(...) I shall therefore begin with the case, and 
consider first the health of the body. (...) As 
the strength of the body lies chiefly in being 
able to endure hardship, so also does that of the 
mind. And the great principle and foundation of 
all virtue and worth is placed in this, that a man 
is able to deny himself his own desires, cross his 
own inclinations, and purely follow what reason 
directs as best (p. 356). 
Third, learning should occur in an environment that was 
happy and in tune with the natural disposition of children 
(...) he that has found a way how to keep up a 
child's spirit, easy, active, and free; and yet, 
at the same time, to restrain him from many things 
that are uneasy to him; he, I say, that knows how 
to reconcile these seeming contradictions, has, in 
my opinion, got the true secret of education. 
( ) For all their innocent folly, playing, and 
childish actions, are to be left perfectly free 
and unrestrained, as far as they can consist with 
the respect due to those that are present (p. 358). 
Fourth, the education of children should be based on the 
imitation and creation of habits, and on reasoning: 
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But pray remember, children are not to be 
taught by rules, ... [but] by an indispensable 
practice. (...) This will beget habits in them, 
which, being once established, operate of them¬ 
selves easily and naturally, without the assistance 
of memory. (...) 
It will perhaps be wondered that I mention 
reasoning with children: and yet I cannot but 
think that the true way of dealing with them. (...) 
But when I talk of reasoning, I do not intend 
any other but such as is suited to the child's ca¬ 
pacity and apprehension (pp. 359, 363-364). 
In summary, for Locke (1954): 
The great work of a governor is to fashion the 
carriage, and form the mind; to settle in his 
pupil good habits, and the principles of virtue 
and wisdom; to give him, by little and little, 
a view of mankind; and work him into a love and 
imitation of what is excellent and praiseworthy; and, 
in the prosecution of it, to give him vigour, 
activity, and industry (pp. 366-367). 
Rousseau's theories of education followed quite a 
similar path. According to him, the educator should lead 
the student in the development of a healthy body, a good 
character, and an acutely trained intellect. For Rousseau 
(1938) the teacher must know what the student can learn by 
himself or herself, and what he or she must teach, always 
following the natural propensities of students: 
Notre manie enseignante et pedantesque 
est toujours d'apprendre aux enfants ce qu l s 
apprendraient beaucoup mieux d'eux-memes, et 
d'oublier ce que nous aunons pu seuls leur 
enseianer. (...) La nature a, pour fortifier 
?e co?ps et le faire croitre, des moyens gu'on 
ne doit jamais contrarier (pp. 29, 31). 
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Rousseau (1938) also dismisses completely the idea 
that children are adults in miniature: "La nature veut que 
les enfants soient enfants avant que d'etre hommes" 
(p. 32). With other philosophers, Rousseau (1938) gives 
great importance to the notion of property: "La premiere 
idee qu'il faut lui donner est done moins celle de la 
liberte que de la propriete" (p. 37) . This notion of 
property is quite central to the thinking of the philos¬ 
ophers of the Enlightenment, as it is to a mechanistic 
conception of the world. As nature was supreme, so human 
development depended on the discovery and application of 
the laws of nature. The application of these laws would 
make human societies experience progress and achieve 
perfection. 
The philosophical writings of the Enlightenment forced 
pedagogues, albeit reluctantly, to shift their attention 
from the contemplation of God and of the Classics to the 
study of nature, the experimentation with physical phenom¬ 
ena, and to the study of practical areas of human exis¬ 
tence. The new technologies and demands for skilled man¬ 
power and advanced machines, created by the Industrial 
Revolution, helped to press the case for schools able to 
prepare readily employable students for industry, commerce, 
and other liberal professions. The traditional schools 
could not accommodate these demands, nor meet the needs of 
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a society in continuous change and expansion. Schools, 
however, are very conservative institutions, not prone to 
sudden alterations of their modus operandi, or of their 
sets of beliefs. The educational leaders of the Enlight¬ 
enment solved the problem through a method always used in 
similar situations: they bypassed the traditional schools 
and established a parallel system of education. In the 
United States these new schools were called Academies. 
At the center of this new movement was one of the 
greatest, certainly the most colorful, leaders of eigh¬ 
teenth century America: Benjamin Franklin. Well read in 
the theories of Locke, Defoe, Bunyon, and others, Franklin 
soon began to agitate the intellectual life of the 
colonies. He subscribed to the notion that human society 
could achieve perfection through the development of 
science, and by the use of the scientific method. As a 
member of the middle class, he was also thoroughly frus¬ 
trated with the inadequacy of the old model of schooling. 
As a man of the Enlightenment he believed that education 
had to be achieved through a methodology based on scien¬ 
tific observation and experimentation, and on instruction 
directed to the sensory powers of students. Franklin was 
also a nationalist. He knew that the colonies could never 
achieve independence, nor prevail after that occurrence, as 
long as they did not achieve a sense of national identity 
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(Gutek, 1986, pp. 32-33). He also believed that education 
was correlated to goodness, as ignorance was to wickedness, 
and that the reasonable, peaceful society could be realized 
through the combined action of an educated citizenry. As 
Franklin stated (cited in Blinderman, 1975): 
I think with you, that nothing is more important 
for the public weal, than to form and train up 
youth in wisdom and virtue. Wise and good men, 
are, in my opinion, the strength of the state; 
much more so than the riches or arms, which under 
the management of ignorance and wickedness, often 
draw on destruction, instead of providing for the 
safety of the public (p. 49). 
In 1749, Franklin published one of his major pro¬ 
nouncements on education: he proposed the establishment of 
a school in Philadelphia totally in accordance with the new 
thinking. Teaching in this school would be conducted in 
the vernacular; subjects to be taught would concentrate on 
the sciences, the humanities, and other technical areas; 
the mission of such a school would be to prepare useful 
members of a modern society; this school would also func¬ 
tion in a building designed to afford optimal conditions 
for learning. The proposed curriculum would include 
English, Art, Mathematics, History, Geography, Languages, 
Natural Science, and Agriculture, and the total course of 
studies would be completed in six years. Franklin opened 
his academy in 1751 (Gutek, 1986, p. 34), and from that 
first experience they proliferated rapidly throughout the 
colonies, so that by 1850 they numbered about 6,000 with a 
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student population close to 250,000 (Cressman and Benda, 
1966, p. 30). 
Academies, however, did not offer a solution to the 
needs of the nation: they were for the most part private 
institutions, not included in the system of public 
education, and not serving, therefore, the needs of the 
majority of the population (Cressman and Benda, 1966, p. 
30) . The issue of universal education continued to be a 
hotly debated one. Many of the leaders of the nation 
believed that education should not be universal, that 
masses should not be involved in the governance of society. 
The great majority of the Founding Fathers (and Mothers), 
however, although not endorsing the notion of an immediate 
popular democracy, "advocated gradualism in granting democ¬ 
racy to the people, since (...) masses must be educated 
before they could participate effectively in governing the 
nation" (Blinderman, 1975, p. 22). The realization that 
education is the most important foundation of democracy 
pervades many of their public pronouncements: 
John Adams: 
Laws for the liberal education of youth, espe¬ 
cially of the lower classes of people, are so 
extremely wise and useful, that, to a humane and 
generous mind, no expense for this purpose would 
be thought extravagant (cited by Blinderman, 1975, 
p. 20). 
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Education is more indispensable, and must be more 
general under a free government than any other. 
(...) in a free government knowledge must be 
general, and ought to be universal (cited by 
Cressman and Benda, 1966, p. 6). 
James Madison: 
(...) to prove by their establishment for the 
advancement and diffusion of knowledge, that 
their political institutions, which are attrac¬ 
ting new-born States in our own hemisphere are 
as favorable to the intellectual and moral 
improvement of man as they are conformable to 
his individual and social rights (cited by 
Blinderman, 1975, p. 21). 
George Washington (1980): 
Promote, then, as an object of primary importance, 
institutions for the general diffusion of knowledge. 
In proportion as the structure of government gives 
force to public opinion, it is essential that public 
opinion should be enlightened (p. 243). 
Thomas Jefferson (1972): 
Another object of the revisal is to diffuse knowl¬ 
edge more generally through the mass of the people. 
(...) The general objects of this law are to provide 
an education adapted to the years, to the capacity, 
and the condition of every one, and directed to their 
freedom and happiness. 
Every government degenerates when trusted to the 
rulers of the people alone. The people themselves 
therefore are its only safe depositories. And to 
render even them safe, their minds must be improved 
(pp. 263, 265). 
Thomas Jefferson: 
If a nation expects to be ignorant and free, it 
expects what never was and never will be (cited 
by Cressman and Benda, 1966, p. 6). 
Of great importance to our project is the Jeffersonian 
concept of using the public school for the identification 
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and preparation of democratic leaders. Jefferson (1972) 
proposed that each year in each school a number of the best 
students would be chosen for further and more intensive 
education. These successive screening of the best would 
assure a continuous emergence of leaders — a natural 
aristocracy — well trained and well endowed (pp. 262-263). 
The influence that leaders, such as Franklin, Adams, 
Jefferson, Rush, or Webster, exerted upon the citizens and 
institutions of America was enormous, and it still informs 
much of twentieth century thinking. As Gutek (1986) 
summarizes: 
Their act of creation involved a turning away 
from the monarchical and aristocratic social, 
political, and educational concepts of the old 
regime. While rejecting part of the European 
world view, they embraced the ideology of the 
Enlightenment. The theories of the revolutionary 
generation shaped American education in the nine¬ 
teenth century. Foremost among these formative 
themes were: (1) a secular orientation to schooling, 
(2) the need for civic education to prepare future 
citizens for political responsibilities, (3) the 
need to include science in the curriculum and, 
(4) the use of schooling to form an American 
cultural identity (p. 53-54). 
The decades which followed the War of Independence saw 
a tremendous effort on the part of government and leading 
citizens to develop educational and social formulas which 
would promote the building of a nation and would solve the 
enormous socio-economic challenges faced by the country. 
All of a sudden, here was a nation quite unlike any other: 
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vast, republican, with tremendous potential, and in a way, 
ready for all sort of experimentation of a social, 
economic, or educational nature. 
For the European intelligentsia, nurtured by the 
scientific, republican, atheistic, or at least deistic, 
doctrines of the Enlightenment, America was an irresistible 
beacon: virgin, unspoiled, and unencumbered by centuries 
of monarchical and ecclesiastical rule. A nation, born of 
many nations, was assaying the feasibility of many ideas, 
which for most of Europe, including post-revolutionary 
France, remained nothing more than lofty and unreachable 
ideals: democracy, liberty, the challenge of opening new 
frontiers, be they physical, psychological, or ideological. 
These decades saw a great intercourse of people and of 
ideas between the two shores of the Atlantic. Three 
educational movements from Europe exerted a significant 
influence in the United States during those years: the 
monitorial system of the English Quaker Joseph Lancaster 
(1778-1838), the educational methodology developed by the 
Swiss Johann Heinrich Pestalozzi (1747-1827), and the 
reformist action of the Scots William Maclure (1763-1840) 
and Robert Owen (1771-1858). 
Joseph Lancaster's major preoccupation was the 
development of an educational system capable of providing 
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adequate education, at minimum cost, to the greatest number 
of students. He realized that the children he wanted to 
serve, the poor and the disadvantaged, did not have much 
time available for schooling, for very early in their lives 
they had to enjoin the ranks of the working population, in 
often abysmal, many times inhuman, and always abusive 
conditions. The system he devised was based on the use of 
more advanced students as teaching assistants, or monitors, 
and on "a quasi-military system of training according to 
carefully prescribed schedules and lesson plans" (Gutek, 
1986, p. 60). The Lancastrian method, with its trademarks 
of cooperativism and efficiency, greatly appealed to 
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wealthy philanthropists, and to the American mercantile 
class. Lancaster's motto: "a place for everything and 
everything in its place" informed a school architecture 
characterized by large and airy rooms, with desks bolted to 
the floor in neatly arranged rows facing the teacher's desk 
on a raised platform. It also called for students to be 
grouped homogeneously by ability, so that a monitor could 
easily and adequately discharge his or her duties (Gutek, 
1986, pp. 60-61). 
Lancastrian principles of order and structure 
reflected truly the ideals of the Enlightenment and of its 
mechanistic paradigm for the perception of reality, and it 
paralleled, in the educational field, the new issues and 
operational models raised and developed by the Industrial 
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Revolution. The whole system was built with production 
results in mind. Even though the Lancastrian school model 
flourished in the United States, especially in the Middle 
Atlantic States where a tradition of public supported 
schools was never strong, it did not meet the needs and 
resources of small communities, where the exiguous number 
of children did not allow for an adequate grouping of 
students by ability level, nor for any significant recruit¬ 
ing of monitors. The Lancastrian method of education was 
well suited to the large urban setting. 
William Maclure had quite different ideas about the 
education of children. A wealthy man by virtue of his 
prosperous mercantile enterprises, Maclure at the age of 
fifty three gave up the demands of a business life, and for 
the remaining three decades of his life dedicated himself 
totally to the pursuit of social and educational reform. A 
firm believer in Pestalozzi, an amateur geologist of some 
prominence, and an unredeemable traveler, Maclure was lured 
by the immense challenges of America, became a citizen of 
the new nation, and established his residence and head¬ 
quarters in Philadelphia. Here h6 surrounded himself with 
a group of teachers, scientists, and social theorists who, 
like him, shared an unwavering faith in the power of 
science and education to transform and rectify the inequal¬ 
ities of this world, and to promote progress and develop- 
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ment. In this, Maclure was a man of the Enlightenment. As 
Gutek (1986) explains: 
(...) the educational ideas of William Maclure 
(1763-1840) suggested a model that encompassed: 
(1) using research in the basic sciences as a 
framework for economic development; (2) creating 
schools of industry for the agricultural and 
industrial working classes so that they could gain 
both economic and political power; (3) introducing 
the Pestalozzian method of education to the United 
States as the most effective approach to popular 
education. 
(...) Maclure hoped to forge a synthesis of the 
scientific and educational worlds that would unite 
basic scientific research and knowledge with the 
Pestalozzian educational method. Maclure was convinced 
that such a synthesis would generate the practical 
education needed to develop America's natural 
resources and stimulate social and political change 
(pp. 65-66). 
Pestalozzi's educational methods, so admired by 
Maclure who had met him in, at least, one of his many 
travels, was based on Rousseau's ideas about education as 
expressed in Emile. Central to the idea of learning, 
Pestalozzi postulated, was the establishment of an environ- 
ment grounded on love and trust between the teacher and the 
students. Such an ambience would foster the natural devel¬ 
opment of children. Education was, thus, primarily 
sensorial: classes should always start with exercises that 
stimulated the senses — vision, hearing, touch before 
students could proceed to the more intellectual exercises 
of reading, writing, or computing. Students should learn 
in an relaxed fashion, learning at their natural and 
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desired pace, and taking as their principal focus the 
objects and situations which described their personal and 
physical environment. As he (1954a) said: 
Man, driven by his needs can find the road 
to this truth nowhere but in his own nature. (...) 
Man, if you seek truth in this way of Nature 
you will find it as you need it according to your 
station and your career. (...) 
Sublime road of Nature, the truth to which 
thou leadest is power and action and source of 
culture, enrichment and harmony of humankind 
(pp. 481-482). 
For Pestalozzi (1954b) the great goal of education and 
of schooling was to provide children with the opportunity 
to bridge the abyss between being and becoming. Conscious 
that the majority of homes could not, or did not know how 
to provide the environment propitious for such a develop¬ 
ment, he proposed the school as such a place: 
The reading, writing and arithmetic are not, 
after all, what they most need; it is all well 
and good for them to learn something, but the 
really important thing is for them to be some¬ 
thing, — for them to become what they are meant 
to be, and in becoming which they so often have 
no guidance or help at home (p. 502). 
Pestalozzi's method was defined by a progression from the 
concrete to the abstract, from the simple to the complex, 
from the easy to the difficult (Gutek, 1986, p. 72). 
Maclure believed that the Pestalozzian methodology 
could free the majority of the people from abusive 
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exploitation into a world where their voices would be the 
equal of any others. He divided society into two classes: 
"the minority which was composed of idle, wealthy, 
nonproducing property owners, and the majority, which was 
composed mostly of producers who actually created goods and 
services" (Gutek, 1986, p. 66). Maclure's social analyses 
resembled in many ways those of Marx. Maclure, however, 
believed that class struggle did not have to lead inevitab¬ 
ly to revolution. He was a reformist at heart, and was 
certain that the "producers" could be empowered through 
political and educational change. The American political 
system, with its strong electoral features, was ideal for 
such a reformist intervention: the organization of the 
powerless majority for political purposes, and the estab¬ 
lishment of enlightening education for a deliberate and 
effective political participation. 
Maclure was an acerbic critic of American traditional 
education: "while elementary schooling indoctrinated 
working-class children to believe that they lived in the 
best of all possible worlds, higher education produced idle 
dilettantes who were not expected to earn their own living 
(Gutek, 1986, pp. 66-67). Maclure had a deep faith in 
practical education. As Gutek (1986) so clearly explains: 
Along with his emphasis on scientific 
knowledge, Maclure believed that new kinds of 
schools were needed to disseminate scientifi 
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knowledge to the workers and their children, who 
would then learn to apply it to life's practical 
occupations. If knowledge was power, then it had 
to be applied. Knowledge could not be idle; it 
had to be used. To this end, Maclure planned to 
create schools of industry that would instruct the 
producers in agricultural and industrial skills. 
Once the working classes were armed with basic 
scientific knowledge and with the techniques for 
applying it, they could then effectively seek 
political power. Upon winning such power through 
the electoral process, the government, legal, and 
educational institutions could be completely 
transformed (p. 67). 
Maclure's great opportunity arrived through his asso¬ 
ciation with Robert Owen (1771-1858), a famous socialist 
and founder of utopian societies. Having achieved a wide 
and generous following through his successful socio¬ 
economic experiments in New Lanark, Scotland, where he had 
transformed a decaying and poor village into a vigorous and 
economically viable community, Owen came to America, and in 
1825 acquired the town of Harmony in the frontier state of 
Indiana, from a sect of German Pietists. A believer in 
communitarian education and cooperative living, his ideas 
centered on the assumptions (1) that human development and 
well-being were the result of cooperative human relation¬ 
ships? (2) that property should be communally owned; (3) 
that government should be effected through participatory 
democracy? (4) that education should be an experience that 
was both living in an environment and schooling. Owen 
believed that "human character was the product of the 
interaction of man's original nature with the environment" 
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1986, p. 68), and that human character could be 
made better through the interaction with an environment 
designed to produced specific results. 
New Harmony was officially founded on May 1, 1825, and 
ten months later, on February 25, 1826, Owen promulgated 
the constitution of the cooperative community he had 
created, which stated among its principles: 
(...) man's character, mental, moral, and 
physical, is the result of his formation, his 
location, and ... the circumstances within which 
he exists. 
(...) man is powerful in action, efficient in 
production, and happy in social life, only as he 
acts cooperatively and unitedly. 
All members of the community shall be considered 
as one family, and no one shall be held in higher 
or lower estimation on account of occupation. 
There shall be similar food, clothing, and educa¬ 
tion, as near as can be furnished, for all accord¬ 
ing to their ages; and, as soon as practicable, 
all shall live in similar houses, and in all 
respects be accommodate alike. Every member shall 
render his or her best services for the good of the 
whole, according to the rules and regulations that 
may be hereafter adopted by the community. It shall 
always remain a primary object of the community to 
give the best physical, moral, and intellectual 
education to all its members (cited by Gutek, 1986, 
p. 75). 
Even though Maclure did not always concur with Owen in 
many issues, he agreed to coordinate and finance the 
educational experiment at New Harmony. To this end, he 
gathered his Philadelphian associates, such as the 
naturalists Thomas Say and Charles Lesuer, the Pestalozzian 
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teachers Marie Duclos Fretageot, Phiquepal d'Arusmont and 
Joseph Neef, the geologist Gerald Troost, Robert Dale Owen, 
son of the founder of New Harmony, a retired British 
officer Captain Donald MacDonald, and the architect Stedman 
Whitwell. They took to the Ohio River on a keelboat aptly 
named The Philanthropist, and sailed for Indiana. The New 
Harmony educational experiment established many firsts in 
America: first kindergarten, first trade school, first 
free library, first community supported public school, 
first school providing equal education for both sexes. 
The importance of Maclure and Owen's work is signif¬ 
icant and constitutes a landmark in American education 
annals. As Gutek (1986) summarizes: 
In New Harmony's schools can be found the trans¬ 
ference of European educational philosophies of 
Pestalozzi and Fellenberg to the United States. 
Neef's, Owen's, and Maclure's emphasis on expe¬ 
rience, activities, and interest anticipated the 
Progressive Education Movement of the early twen¬ 
tieth century. The views of Owen and Maclure also 
suggested the theories of social reconstructionist 
educators who sought to use schools as instruments 
for building a new society (p. 78). 
Above all, the ground had been laid for the appearance 
and the acceptance of public schooling in America, even 
though some examples of "free schools" already existed. 
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Sculptors of the American Soul 
From the dogmatic Puritans of New England to the 
utopian reformers of New Harmony, a dominant coordinate can 
be found: the unswerving determination to find the right 
formula to build the perfect society. Whether for the City 
of God, or for the City of Harmony, whether for the City of 
Opportunity, or for the City of Freedom, whether for the 
City of Might, or for the City of Justice, the quest 
remains as intense today in America, as it was at its 
beginning. The vision of a better world and the faith in 
its attainment bespeak a curious American phenomenon: the 
belief that America has the inherent strength and vocation 
to realize such lofty ideals. America is indeed a fertile 
ground where people committed to such ideals can flourish, 
establish roots, and always find an audience and a 
following. Americans are creatures of faith and self- 
confidence, and the crusade, as a form of social reform 
to be pursued with missionary zeal, remains a constant 
feature of American culture. 
This faith in an almost mythical America, this 
millenial vision of America, is not of a spiritual nature. 
America was, and is, for the majority of Americans the 
chosen land, the land of promise, the biblical Israel of 
the post-testamental world, where the City of God and the 
and must be realized. This ideology, City of Harmony can 
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which John Hingham (cited in Tyack and Hansot, 1982, p. 2) 
called the Protestant-republican ideology, was able to 
create an insoluble cohesion between the immense variety of 
social forces, interacting in a system thoroughly decen- 
tralized, which, at least in those days, touched the very 
concept of anarchy. 
The realization of the millennium in America required 
a moral citizenry, and, in their view, morality without 
literacy was very hard to achieve. Morality was, and is, 
closely related to religion, and the common religion of 
Americans had a very definite Calvinistic genetic imprint. 
Neither the experiences of the Puritans in New England, nor 
the academies of the Enlightenment, or the schools born of 
the Utopian Movements could provide a formula capable of 
meeting the national needs of a society in explosive 
expansion. A movement more cogent with the American soul 
was necessary. This movement appeared in the form of the 
Common-school crusade. As Tyack and Hansot (1982) 
observed: 
In many respects the common-school movement resem¬ 
bled the institution-building crusade that dotted 
the land with Protestant churches. It was not 
government, but the actions of voluntary groups and 
individuals that prompted the phenomenal growth of 
church membership during the nineteenth century. 
Uniting both movements was a common belief that the 
United States was a redeemer nation entrusted with a 
millenial destiny. Schools and churches were 
institutions designed to produce a homogeneous moral 
and civic order and a providential prosperity (p. 19). 
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The crusaders who led the common-school movement were 
convinced that an American culture, as defined by the 
Protestant-republican ideology, had to be promoted through 
the schools from one generation to another. Only then, 
would progress ensue and America realize its destiny. They 
encountered, however, many obstacles: (1) the America of 
the nineteenth century was a very diverse human landscape: 
it included people from many nations, with different, and 
sometimes difficult to reconcile, historical and social 
backgrounds, who spoke a variety of languages, and who 
worshiped the Divinity in the many forms of many religions; 
(2) The notion of the "free school" was associated with 
schooling for the poor, and they had great difficulty in 
convincing the middle and upper classes of the common 
school value for everybody; (3) the leaders' own idio¬ 
syncrasies and obstinate dogmatism raised enormous barriers 
to the acceptance of the moral and political context of the 
common school. As Tyack and Hansot (1982) said: they 
"took their own values for granted, assuming them to be the 
basis of a righteous moral order" (p. 22). This attitude 
brought them into inevitable conflict with other Protes¬ 
tants, with Jews, and mostly with Roman Catholics. 
Despite their strong belief in the foundation of the 
common school with a common set of values, the leaders had 
the necessary political savvy to know that they could not 
142 
reach everybody with their message, nor convince everybody 
of their goal, nor convert everybody to their distinct 
moral and religious values. They sought unity rather than 
uniformity. If there was to be a compromise, and many were 
ultimately reached, they preferred to concede on issues 
related to ethnic diversity, rather than to give in on 
religious matters. Ethnic groups that were dominant in 
certain regions, such as the Germans in Oregon and in 
Wisconsin, were allowed to maintain their native tongue as 
their children's language of instruction. In some cases, 
this compromise went beyond the avowal of bilingual educa¬ 
tion to the outright grant of legal status for monolingual 
instruction in a language other than English, as was the 
case in Oregon, where, in 1872, monolingual German schools 
received the State's legal approbation (Tyack and Hansot, 
1982, p. 79). This spirit of compromise and pragmatic 
political savvy is well exemplified in the words of a 
county superintendent in Wisconsin: 
Knowing as I do that these Germans keep more 
school than the Americans, that their children 
attend more days and that they take greater 
interest than do our countrymen, the question 
presented itself in this manner to me; shall I, 
by my action, kill these schools, create a feeling 
against the common school system and cause the 
establishment of private schools? or shall I take 
what I can get, knowing that the next generation 
— after the old stock is out of the way, and 
they come to associate more with us —will work 
into the English schools entirely? (cited in 
Tyack and Hansot, 1982, p. 79). 
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These words betray not only a great deal of political 
^^slisin, but also demonstrate the wisdom of the writer. 
They also call our attention to what the proponents of the 
common-school movement saw as their greatest avatar: the 
private school. The private school was the symbol of an 
unequal education, a bastion of privilege, and worse the 
most dangerous hindrance to the establishment of an America 
with a common set of moral beliefs and social goals. They 
endeavored to impress on people the importance of the 
common-school by erecting in the urban settings school 
buildings that were veritable temples of learning. 
The tolerant attitude shown to large communities, such 
as those of Germanic descent, was not extended to other 
cultures, when their number did not make them a predominant 
force in an area, or, and this is of crucial importance, 
when they were not followers of the protestant religion, or 
both. Irish communities in St. Louis, or French-Canadians 
in Massachusetts saw their protests against the inequality 
of the system, ignored, or their efforts to maintain their 
own schools threatened by constrictive legislation, and 
official interference in their affairs. For the leaders of 
the common-school movement were members of a group of 
Protestant denominations, such as the Baptist, Presbyter¬ 
ian, Methodist, and Congregationalist Churches, who 
believed in personal conversion and in the individual fight 
against sin, as conditions sine qua non for personal 
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salvation. From a Pietist view, as these denominations 
were labeled as a group, the good Christian had to take a 
personal stand against sin, and sin was identified by those 
modes of behavior not sanctioned by a literal interpreta¬ 
tion of Scripture. The great impetus and impact of many 
nineteenth and twentieth century crusades against drinking, 
smoking, or against a variety of issues related to life¬ 
style, freedom of expression, or to the use of the Bible as 
the sole arbiter of scientific knowledge, were due, not so 
much to health considerations, but mostly to the connota¬ 
tion of these behaviors with the notion of sin. Moreover, 
the concept of the individual as solely responsible for his 
or her salvation, promoted a society defined by an individ¬ 
ualism which, in many cases, could be labeled as radical. 
In the words of Tyack and Hansot (1982): "the key to 
personal advance as well as to salvation was self-control 
and self-help" (p. 74). There was no way out for the 
Pietist Christian in America: he or she had to be a 
reformer, if the City of God were to take roots in America. 
The liturgical confessions, such as the Episcopal, 
Lutheran, and Roman Catholic Churches, held a different 
view of the relationships between God, the human person, 
and the world. They did not espouse the radical 
individualism of the Pietists. They believed in the 
importance of life within the Church community, in the 
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value of the Sacraments as a way of reaching God, and in 
another extremely important Christian value: the 
interdependence of communicants. Liturgical Christians 
tended to be tolerant of cultural differences. For them, 
the individual existed as a person and as a member of a 
social group, deserving to be respected as such. 
In the political landscape of the America of the 
nineteenth century, the Republican Party reflected the 
Pietist views of the nation, while the Democratic Party 
espoused the tolerant pluriculturalism of the liturgical 
confessions. And while the Republican Party became the 
herald of a Protestant, radical, intolerant, and capitalist 
America, the Democratic Party combined all the others: 
Catholics, Jews, the poor, the disadvantaged, and more 
progressive segments of the intelligentsia. 
The "crusading-moralism" — to use the words of Tyack 
and Hansot (1982, p. 74) — of the common school leaders, 
did not allow them to try to reach a compromise with non- 
Protestant liturgicals, such as Roman Catholics. The 
dispute between these two groups was not easily resolved. 
Both were highly suspicious of each other, both were 
inherently dogmatic and inflexible in matters of doctrine, 
and both were convinced that they were the retainers of the 
truly true truth. While Roman Catholics considered 
Protestants as anathematized heretics, Pietists, bred in 
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the orthodoxy of Calvinism, considered Roman Catholics to 
be the apocalyptical incarnation of the Anti-Christ. The 
conflict was never fully resolved, a compromise was never 
reached, and a parallel system of education was created 
with the establishment of parochial schools by the 
hierarchy of the Roman Catholic Church. 
The common-school leaders were, however, quite 
successful in building bridges among the different 
protestant denominations. They identified the broad 
commonalties of Protestantism in America: the respect for 
the Bible, the abhorrence of idleness and the glorification 
of the Puritanical virtues of frugality, hard-work, and 
temperance, as well as the ingrained love of education. 
And While the Bible remained the school's fount of 
morality, no sectarian interpretation was allowed in the 
common school: people read the Bible without theological 
comment. 
Schooling was the way to literacy, and literacy, in 
the Protestant-republican ideology, was the way to 
prosperity. Children read daily in the "McGuffeys" chosen 
by their teachers, stories preaching that hard-work and a 
good education would open the door to an enterprising 
career in that other component of the ideology, which was 
capitalism. The Calvinist assumption that the accumulation 
of wealth was intrinsically good continued to be one of the 
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major tenets of American culture, as was the obvious 
antithesis: that poverty was a sign of a sinful life and of 
God's disapproval. 
Another factor critical to the success of the common- 
school movement was the ability of the leaders to capital¬ 
ize on an innate American skill: the capacity to orga¬ 
nize1. They created an enormously effective network of 
people and institutions, and in so doing, bridged many of 
the gaps as a result of a thoroughly decentralized system 
in a vast continent. They proceeded, through this network, 
to disseminate a version of Americanism that could almost 
be defined as a religion. Tyack and Hansot (1982) explain: 
The Protestant belief in voluntarism in religion 
matched a political faith in decentralized power 
and balanced spheres of governmental action. Both 
the religious and political visions presented the 
nation as redemptive. Indeed, it is perhaps more 
accurate to talk of a civil religion rather than a 
separate religious and political conception of the 
nation. Both focused responsibility on the indi¬ 
vidual. The common school, like the Fourth of July 
oration, inaugural address, or revival sermon, 
provided symbols and rituals that strengthened 
patriotism and pan-Protestant piety (p. 94). 
The success of the common-school movement was 
tremendous: in 1850 there were 80,000 public schools in 
the nation, and by 1860, fully 94 percent of free males 
were literate (Tyack and Hansot, 1982, pp. 17, 29). Such 
statistics were unheard of in the countries of civilized 
and scientifically advanced Europe. Above all, they 
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wrestled a decentralized and diverse system into a cohesive 
force. As Tyack and Hansot (1982) explain: 
The creation of common schools and everyday 
decision making rested with hundreds of 
thousands of local people, but the result of 
their actions was what could be regarded as a 
"national system" (p. 34). 
Even though some European countries were experimenting 
with the concept of the common or public school, their rate 
of success could not be compared to that achieved in the 
United States. The German and French educational policies 
of establishing a network of elementary schools throughout 
their respective countries, were based on the premise of 
providing a modicum of rudimentary literacy to all, not on 
the promise of providing upward mobility for the lower 
classes, as was the case in America. The American model 
was eminently republican and eminently democratic, and its 
success was a consequence of republicanism and of democ¬ 
racy, insofar as it was derived from the spontaneous will 
of the people, and was not encumbered by the constraints 
and short-sight of national bureaucracies. 
Some institutions led credence and leadership to the 
common—school movement, like the American Lyceum Society, 
founded by Josiah Holbrook in 1826, which had the 
committed support and participation of American luminaries 
such as Ralph Waldo Emerson, or the Western Literary 
Society in the Midwest. The primal forces, however, behind 
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the common-schools were indeed individuals like Horace Mann 
and James Carter in Massachusetts, Henry Barnard in 
Connecticut, Calvin Stowe in Ohio, Thaddeus Stevens in 
Pennsylvania, Ninian Edwards in Illinois, and others 
(Gutek, 1986, p. 93). These leaders were men of great 
courage, zeal, and self-confidence. They did not preach to 
people, nor try to convert them. They did not wait for any 
commission or delegation of responsibilities. They assert¬ 
ed themselves as the voices of the nation, and they made 
their words, the assumed words of every citizen. They did 
not falter, nor hesitate. They were certain of what they 
wanted to accomplish, and their unswerving determination 
assured the success of their enterprise. Robert Wiebe 
(cited by Tyack and Hansot, 1982) said that: 
[the] "reformers believed that they spoke for 
the nation rather than to it. They assumed 
that community leaders everywhere shared the 
same ethical system, the same dedication to 
public service and the same aspirations to 
unity (p. 44). 
Their task was not to convert, but to motivate, to 
shake people free and to have them join the crusade. Men 
like Horace Mann made of their causes their careers, and 
they did not spare themselves any effort in the pursuit of 
their goal. They were committed to meet every challenge, 
to confront every obstacle, to overcome every hardship, to 
suffer every inconvenience, to endure every privation for 
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the establishment of the common-school and its ideology 
throughout the nation. They crossed the country in all of 
its directions, leaving nothing to chance, talking to 
whomever needed to be talked to. Such a zeal and commit¬ 
ment could never be expected of any government agents. 
Tyack and Hansot (1982) called them an "aristocracy of 
character" (p. 16) , and indeed they were. Theirs was a 
commission of public service, and to it they pledged their 
entire beings. 
Massachusetts led the way in the country toward the 
establishment of public schools, and its leading proponent, 
Horace Mann, was aptly called the father of the movement 
(Gutek, 1986, p. 95). Born on May 4, 1796, in the small 
rural town of Franklin, Horace Mann soon rebelled against 
the Calvinist idea of God as preached by his pastor, the 
Reverend Nathaniel Emmons. He kept, however, the virtues 
associated with the religion he could not bear. Entering 
Brown University, in Providence, Rhode Island, in 1816, 
Horace Mann came in contact with the Transcendentalist 
philosophy of Emerson, Thoreau, Channing, and Hawthorne, 
and with its religious counterpart, Unitarianism. 
Transcendentalists and Unitarians postulated the inherent 
goodness of the human being, and believed on its capacity 
for self-improvement through education (Gutek, 1986, p. 
94) . The combination of Calvinist virtues and a 
Transcendentalist's perception of the human person, shaped 
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his personal philosophy and informed the conception of his 
educational programs of later years. After serving in the 
Massachusetts House of Representatives and in the Senate 
since 1827, Horace Mann was appointed secretary of the 
recently formed Board of Education, by Governor Everett, in 
1837. He served as Secretary until 1848. 
By the time Mann took over the leadership of the State 
Board of Education, Massachusetts' accomplishments in the 
field of education were impressive: in 1826 eighty percent 
of all children up to the age of eighteen were listed on 
school registers in towns of under 2, 500 inhabitants 
(Tyack and Hansot, 1982, p. 31). Horace Mann was not after 
increased enrollment. His goals were different. Tyack and 
Hansot (1982) explain: 
Educational leaders in the Northeast were eager 
to improve regularity of attendance, lengthen 
the school term, professionalize teaching (in 
part by creating normal schools to train 
teachers), improve school houses, introduce 
structural innovations like the graded school 
and supervision of teachers, eliminate rate bills, 
and unify and improve the curriculum by standard¬ 
izing textbooks and introducing new subjects and 
methods. Above all they were concerned about 
effective moral and civic training (p. 31). 
Horace Mann's success was in great part due to his 
personal charisma, obstinate determination, ability to 
strive for neutrality in public education to a point that 
could be considered amoral, and to an incredible capacity 
152 
for hard-work and personal sacrifice. When he relin¬ 
quished his sinecure as Secretary of the Massachusetts 
Board of Education, Horace Mann could look back and say 
with pride that his mission had been accomplished. 
It would be remiss of the historian to omit the role 
of women in this movement, for their work in this field 
constitutes one of their most glorious pages in American 
history. Women, like Catherine Beecher, Emma Willard, Mary • 
Lyons, Zilpah Grant, or Susan B. Anthony were tireless 
crusaders for the common-school movement, and simultane¬ 
ously, for the movement for equal rights for women. As 
Tyack and Hansot (1982) say, they were "direct and 
powerful" among women, but "when they moved among men they 
took care to preserve the appearance, if not the reality, 
of deference" (p. 63). Many times, however, the acuity of 
their argument carried the day. As Tyack and Hansot (1982) 
narrate: 
In a teachers' convention in 1853 she [Susan 
B. Anthony] listened with rising anger as men 
debated for three days about why teachers lacked 
the respect accorded doctors, lawyers, and min¬ 
isters. Finally she asked to speak. The men 
argued for half an hour whether to hear her and 
then, while she stood waiting, reluctantly gave 
her permission. "It seems to me, gentlemen," 
she said, "that none of you quite comprehend the 
cause of disrespect of which you complain. Do 
you not see that so long as society says a woman 
is incompetent to be a lawyer, minister, or doctor, 
but has ample ability to be a teacher, that every 
man of you who chooses that profession tacitly 
acknowledges that he has no more brains than a 
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woman? ... Would you exalt your profession, exalt 
those who labor with you (p. 65). 
These women worked as hard and with as much success as 
any other leader to recruit workers, to organize networks 
of influence, to preach the value of education and of the 
common-school. Willard, in 1846, traveled eight thousand 
miles to meet the demands of her mission (Tyack and Hansot, 
1982, p. 67). 
Cambridge, meanwhile, continued to make history. On 
October 6, 1834, a new system of graded schools was 
established, and the Mayor, the Honorable James D. Green, 
referred to it years later, in 1853, with justified pride: 
"I claim for the town of Cambridge the honor of having 
introduced it into this Commonwealth, and of having carried 
it to the greatest degree of completeness (Paige, 1877, p. 
377). In 1838, a public high school was created (seventeen 
years after Boston English Classical High School): the 
Cambridge Classical School. At the same time, the 
President of Harvard, Josiah Quincy, asked the legislature 
to transfer the income of the Hopkins Fund from the new 
High School, in order "to establish a private school, the 
Hopkins Classical School, in which, however, nine Cambridge 
Pupils should always be entitled to free instruction" 
(Derry, 1955, p. 95). In 1854, the Hopkins School was 
dissolved, and the Hopkins Fund2 reverted to the High 
decades it was remembered through School, where for many 
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the appointment of a Hopkins Classical Teacher, later by a 
Classical Library, and in our days through scholarships. 
Around the same time, Professor Cornelius C. Felton, of 
Harvard, during his tenure in the School Committee, 
introduced the "formal study of English literature ... it 
is believed that this innovation in Cambridge was the 
beginning of the earnest study of English literature in 
American schools" (Derry, 1955, p. 96). In 1886, the 
Cambridge Classical School was transformed into two 
institutions: the Cambridge Latin School — a preparatory 
school, which under Headmaster William F. Bradbury, 
achieved a reputation as one of the best in the country — 
and the Cambridge English High School, more attuned to the 
demands and needs of a more modern world. 
Cambridge schools continued to enjoy the work of 
professional educators, some of them with great reputations 
as scholars, for extended periods of time, during a period 
when most schools experienced a debilitating turn over of 
staff. In 1860, for example, in Massachusetts, a state 
that pioneered the professionalization of teachers, 
one out of five adult women, according to one estimate, had 
at some point in their lives performed the duties of a 
teacher (Tyack and Hansot, 1982, p. 18). In Cambridge, 
Mr. Bradbury served for fifty four years and his successor, 
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Mr. Leslie L. Cleveland, for an additional thirty one 
years. 
In 1888 the Cambridge Manual Training School, later 
called the Rindge Manual Training School, was created, and 
the latter name was given in honor of its founder, 
Frederick Rindge, a city benefactor. This school soon 
achieved a great and deserved reputation as a technical 
high school, and was one the of the feeder schools for the 
Massachusetts Institute of Technology. 
The Architects of the Corporate School 
The common-school movement had fostered, as we have 
seen, a national consensus around very important, even 
crucial issues: the standardization of American values, and 
the definition of the public school as the processing unit 
from which children from many backgrounds would emerge as 
fairly compatible citizens of America. Even tough great 
efforts had been made to define the curricula of the 
school, and to institute a basic administrative structure, 
with the creation of the State Boards of Education and of 
the position of Superintendent of Schools, the common- 
school movement was essentially a people's movement, not a 
concerted effort for technical reform. The leaders' goals 
centered around people: how to convince them, how to 
motivate them, how to maintain their interest, how to in¬ 
stitutionalize accomplished reforms through a system that 
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was intrinsically personal and decentralized. The common- 
school movement had all the characteristics of the evangel¬ 
ical revivalist crusade, its counterpart in the religious 
world: they re-energized people and re-directed those 
rekindled energies in a pre-stated direction. 
Once the initial effort had achieved its goals, a 
period of consolidation ensued. The American world, 
however, was rapidly entering a period of tumultuous and 
unprecedented change. Millions of people were demanding 
the American shores, and many of these people were quite 
different from the northern Europeans who had previously 
arrived. The cities of the east coast were overflowing 
with countless immigrants from southern and eastern Europe, 
and its western counterpart was seething with the arrival 
of hundreds of thousands of Oriental settlers. The influx 
of such people and in such numbers transformed, almost 
overnight, the social, political, economic, and educational 
panorama of America. First of all, these new people were 
quite different: they "looked" different, spoke a myriad 
of "obtuse" tongues, practiced "heathen" religions, came 
from "sub-human" backgrounds. They had been marked by 
centuries of oppression, exploitation, and many times 
institutionalized persecution, had no idea of the democ¬ 
ratic or congregational form of government, were mostly 
illiterate, did not share similar values with the members 
157 
of the old stock, save an almost evangelical faith in the 
power of America to set them completely and irrevocably 
free. 
The common-school was totally unprepared to deal with 
this challenge, and even, if the influx of new people had 
never reached the dramatic proportions that it actually 
did, we could assume that the common—school would not be 
able to meet the demands of a society in continuous indus¬ 
trial and commercial expansion. A lot of good intentions 
had been put to good and sound use in the common-school, 
the most important infra-structures —people, buildings, 
and public funding — were in place? there was substance. 
it was needed form. 
Charles Francis Adams, a direct descendant of two 
Presidents, John Adams and John Quincy Adams, and a man 
experienced in the world of business, saw the inefficiency 
and the ineffectiveness of the common-school of his day, 
disapproved of it, and decided to raise his voice in a call 
for reform. In a speech to the National Educational 
Association, in 1880, Adams dourly criticized the unpre¬ 
paredness of school administrators, who were only concerned 
with the improvement of the physical plant, he inveighed 
against the form of instruction, "this drill-sergeant 
stage" which combined "the principal characteristics of the 
cotton-mil and the railroad with those of the model state's 
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prison," he protested bitterly against superintendents who 
were more concerned with strict adherence to schedules of 
instruction, than with the form and content of education 
(Tyack and Hansot, 1982, pp. 97-98). Adams believed, as 
Tyack and Hansot (1982) stated: 
(...) that the only correct principle of author¬ 
ity for the common school was science. that is 
the study of how children actually learned, and 
that a new breed of superintendent should be 
trained in leading universities in this science, 
just as modern lawyers or doctors were educated 
in rigorous postgraduate study (p. 98). 
Charles Francis Adams' proposal was to transfer the admin¬ 
istrative structure of the school from the hands of 
amateurs, usually well-meaning teachers, or displaced 
clergymen, into the hands of well-trained experts. 
While decentralization and voluntarism had been able 
to meet the challenge of the establishment of publicly 
funded education in America, only centralization and 
governmental action could provide a solution to the 
problems of an America, which had grown too big, too 
sophisticated, and too powerful to be left to the designs 
of uncoordinated effort, local perspective, and untrained 
leaders. The European administrative structure, with its 
strong national arms, and all-powerful bureaucratic 
machinery, seemed to offer a viable model for America. The 
goal, now, was to transform good intentions into scientific 
approaches, high-minded people into seasoned and expert 
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administrators, personal vigor into national planning, 
unity of values into uniformity of procedures, local 
diversity into central interventionism. Interestingly 
enough, it was the Republican Party that took the 
leadership of the movement to fortify central adminis¬ 
trative bodies, and to claim for the state and federal 
executives a much larger and influential role. Senator 
Henry Wilson, of Massachusetts, the chairman of the 
Republican Party, wrote in an essay titled "New Departure 
for the Republican Party", published in 1870, that: 
(...) the government should ... recognize a 
responsibility of its own which it has hereto¬ 
fore left entirely to others ... The two great 
necessities of the country, at the present time, 
are UNIFICATION and EDUCATION (cited by Tyack 
and Hansot, 1982, p. 101). 
This new epoch in American history has been called the 
Progressive era. It was defined by the belief that science 
was omnipotent, that nature and human beings were the 
center of the universe who could and should control their 
own destiny, that human action should be felt upon the 
world with the a minimum of impediments, that the most able 
human beings should rule, that conditions for human self- 
improvement needed to be available to ensure the good 
ethical standing of the meritocratic system. 
The tremendous explosion of industrial and techno¬ 
logical developmental, during the last decades of the 
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nineteenth century, gave credence to the belief that 
science could indeed solve social problems with the same 
efficacy as it had fostered economic growth. About this 
time, a new development in the social sciences took place: 
the adaptation of the theories of Charles Darwin to socio¬ 
logy. Darwin's theory of evolution, with its corollary of 
the survival of the fittest through a process of natural 
selection, provided the basis for the Social Darwinist 
ideology, which had as its main proponent Herbert Spencer 
(1820—1903) of England. Spencer proposed that in human 
society, the most able, hard-working, and competent indi¬ 
viduals would emerge from the masses through a selective 
system based on competition. The implication was that 
success was correlated with merit. Those who did not 
succeed, did not possess the required capacity, and 
therefore did not deserve to succeed. Social Darwinism was 
not interested with the eradication of inequality, but with 
progress and development through natural selection. Such a 
system was eminently hierarchical, since the best were 
expected to rise to positions of command, thus establishing 
the basis for a meritocracy. In a republican society, such 
as the American, one condition needed to be met to assure a 
framework of justice to the whole doctrine: equality of 
opportunity. This condition was meant to be satisfied by 
the school. In the sense that all would have access to 
education through universal schooling, "the doctrine of 
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meritocracy (...) assured the justice of hierarchy" (Tyack 
and Hansot, 1982, p. 111). Those who remained at the 
bottom of the hierarchical scale were left to be exploited 
as any other natural resource. They, or their children, 
continued to have, at least theoretically, the opportunity 
to improve themselves through education, and therefore to 
ameliorate their social conditions, and in this way, human 
society would develop slowly, but predictably, and improve 
itself in the process. 
Although Social Darwinism achieved some measure of 
success in Europe, it was in the United States that it 
blossomed in its full dimensions. American soil was more 
than ready for such a seed. First, Social Darwinism shared 
some common points with Puritanical ideology, mostly in an 
abiding respect for some cultural and moral values, such as 
work, wealth, order, control, and use of time. Second, 
America had just conceived the archetype of the self-made 
man: persons, like Rockefeller and Carnegie, who had 
accumulated immense fortunes through personal industry, and 
reckless exploitation of natural and human resources, as 
well as of political and social situations. Such men 
demonstrated not only the value and potential of personal 
inventiveness, perseverance, and competence, but also the 
confirmation that America was verily the Promise Land, 
where it was possible to overcome poverty and humble 
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beginnings, and to accede to the empyreal circle of wealth 
and power shared by so few. The Horatio Alger myth, still 
so prevalent in American culture, was born. Social Darwin¬ 
ism gave respectability to these men and women, it justi¬ 
fied whatever they might have done, which in the light of 
traditional mores could be conceived as wrong and immoral. 
Science had triumphed over religion. The scientific method 
over metaphysics. Expediency and efficiency over social 
justice. The usefulness of the mechanical arts over the 
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beauty of the classics. Men, like Rockefeller and 
were certain that their obvious success and 
immense power were the manifestations of beings superiorly 
endowed and predestined for greatness, whose mission it was 
to lead and manage others, and, through philanthropy, to 
use their wealth in the creation of institutions, or 
systems of access to education and training, where more 
ordinary people would have the opportunity to improve 
themselves. The names of Carnegie, Ford, Rockefeller, 
Morgan, Mellon, Vanderbilt, can be seen in the fagades of 
many libraries, schools, museums, and even universities. 
Their influence in the field of education, as well as that 
of many other minor members of the business class, was of 
great significance, and the mark of their actions, which 
were rooted in the puritanical concept of stewardship, 
endures to this day. 
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The mission of the scientifically managed school was 
to teach curricula that would train students in the arts of 
self-preservation, earning a living, raising a family, 
dealing with other people, occupying free time (Gutek, 
1986, p. 185). Schools should provide students with the 
tools for survival. Success would belong to the best among 
them. And the best would rule. This ideology, coupled 
with the urgent need to update the social infrastructures 
of the nation, and with the demands of the economic markets 
for specialized workers, laid the foundation for the re¬ 
structuring of the American educational system according to 
a criteria which included the centralization of the admin¬ 
istrative function, the standardization of curricula, 
teaching methodology, and statement of goals, and the 
implantation of objective (scientific) management. 
Scientific management meant that decisions would be based 
on the collection and interpretation of data, as was the 
practice in the corporate business world. Numbers begot 
norms; statistics ruled policy; computable results 
defined one's measure of success. The syncretic network of 
people and id6as, that characterized the common-school 
movement, was supplanted by a scientific synthesis of what 
the experts had determined to be good for the individual, 
the social group, or the nation. Participatory democracy 
was superseded by expert authority. 
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Progressive educators, as Tyack and Hansot (1982) 
observed, took to their tasks with as much fervor and 
certitude as their parents had done one generation earlier: 
Believing that the basic structure of 
society was just and progressive, the new leaders 
thought they knew how to bring about a smoothly 
running, socially efficient, stable social order 
in which education was a major form of human 
engineering. Society would control its own evolu¬ 
tion through schooling; professional management 
would replace politics; science would replace 
religion and custom as sources of authority; and 
experts would adapt education to the transformed 
conditions of modern corporate life. One day, in 
this dream, political conflict over education 
would become as futile and unnecessary as witch 
trials; the experts would run everything to 
everyone's benefit. This was their own version 
of a millenial future (p. 107). 
The insulation of common people from the life of the 
school, through the establishment of administrative 
barriers, associated with similar efforts in other areas of 
the social compact, resulted in the their disenfranchise¬ 
ment from the public life of the nation. The high partici¬ 
pation of the electorate in the political process suffered 
a significant reduction. The creation of administrative 
buffers had the almost immediate result of inducing people 
into either apathetic compliance, or frustrated struggle 
against the new order. Democratic trappings, however, were 
maintained. Schools, for example, continued to be governed 
by school boards. The difference resided in the fact that 
while the school was managed before on a ward basis, the 
control now rested with an unified and centralized 
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political body. Members of the new school boards came 
generally from the leading elites, who delegated their 
authority on professional managers. The school was 
becoming, by design, as well as by deliberate and planned 
action, a corporate entity, freed from the erratic and 
momentary politics of the majority of the people, and safe 
for the pursuit of its scientific mission. The efforts to 
de-politicize the school, through objective management, 
contrived to transfer the political dependence of the 
school from parental control, to the control of experts, 
from a democratic base, to an oligarchic uppercrust. 
Progressive education and Social Darwinism could not 
solve all the social problems it had at first intended. In 
many cases, the level of inequity fostered by unchecked 
capitalism, and by an application of meritocracy taken to 
its extreme, exacerbated many social situations which were 
volatile. The excessive accumulation of wealth in the 
hands of a tiny minority (according to Tyack and Hansot, 
1982, 33.9 percent of the total personal income was 
obtained by the top one percent of the population, while 
the bottom twenty percent received 8.3 percent [p. 109]), 
raised the specter of class conflict, and forced many 
educators and civic leaders to denounce the extremisms of 
some of the implemented measures. At the same time, the 
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concern with the administrative function of the school, and 
the power bestowed on superintendents and principals, 
opened a serious schism between teachers and administra¬ 
tors. In the hierarchical dispositions of the Social 
Darwinist model, leaders mattered most, teachers and 
students were the minions whose actions needed to be 
engineered and controlled by the administrator. Once a 
decision had been made, as prescribed by the scientific 
method, it had to be implemented according to very precise 
norms, and since the decision had the scientific imprint, 
no further discussion was deemed necessary. 
The belief that education could solve all social 
problems, made the task of the school quite onerous, for as 
new social ills were identified, new areas of intervention 
were added to the school. Following the example of the 
business enterprise, the school became a "pedagogical 
conglomerate," in the words of Tyack and Hansot, (1982, 
p. 112), served by an ever-growing bureaucracy. This idea 
of solving social problems through education, instead of 
seeking direct reform of society, originated a behavior 
that, as Tyack and Hansot (1982) said, "developed into a 
quintessential American pattern of postponing immediate 
reform by improving the next generation" (p. 112) . This 
pattern, however, betrays also an abiding faith in America 
as the land of the future. The American concept of time 
and of life is deeply rooted in the promise of tomorrow, 
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not so much as a way of postponing the resolution 
of problems, but as the manifestation of a staunch belief 
that obstacles can be overcome, issues resolved, challenges 
met; that indeed the ideals of today will be realized if 
there is a determined will to make them real. In this way, 
Americans differ radically from Europeans; the latter have 
a past, the former have a future. And while the peoples of 
Europe look at themselves and at their world with a great 
degree of cynicism and caution, Americans beam with the 
ingenious recklessness of a people born in faith, and bred 
in hope. 
The progressive movement marked the last great and 
fundamental change of the nation's ethos, and the words and 
thoughts of its theorists and proponents still reverberate 
in the America of today. Only in later years have we 
started to perceive signs of another revolution, mostly due 
to the realization that science is not, after all, the 
answer to everything; that indeed the more scientific 
knowledge we possess, the more complex our world seems to 
be; that people and other creatures of nature cannot be 
explained by a simple cataloging of their behaviors, or 
that those behaviors are the consequence of one another in 
a simple sequence of linear causality; that indeed beyond 
the reach of observation and consequent explication, 
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comprehension and a perception of the globality and 
interconnectedness of life have greater meaning. 
Even in the hey-day of progressivism, many voices were 
raised in protest of the inherent inhumanity of its social, 
economic, and political system. Indeed, the chronology and 
definition of the movement is so hard to ascertain that, 
today, the wave of the portentous thinkers who tried to 
redirect the concepts of the scientific method of manage¬ 
ment and of social darwinism in a more humane way and, 
thus, realize the vision of millenial America, is commonly 
associated with the very label of progressive education. 
The first decades of the twentieth century saw the 
appearance on the American intellectual scene of philos¬ 
ophers, like John Dewey and William James, who were going 
to exert a lasting influence in educational and civic 
institutions, as well as in the general culture. Dewey and 
James sharply criticized the excesses to which the scienti¬ 
fic method had been taken. Their pragmatic philosophical 
systems were based on the premises of the relativity of 
values, and on a validation of ideas based on the success¬ 
ful outcome of their implementation in the real world 
(Gutek, 1986, pp. 205-206). James' pragmatism, and Dewey's 
v * \ 
instrumentalism could be construed as the quintessential 
American philosophical system: they were a synthesis of 
the American intellectual experiment; they reasserted the 
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importance of traditional values, but left them with the 
imprint of temporality and change; they re-emphasized the 
crucial importance of the scientific method, but stated 
that empirical studies needed to be informed by a human¬ 
istic vision, which is theory; they were eloquent in their 
defense of democracy and of education, and re-affirmed the 
vocation of the school as the laboratorial experience of 
the future, and of school life as the embryo of the good 
society of tomorrow. Imitation and practice. Americans 
could understand that. Imitation and practice, in the 
vision of Dewey, and also James, were not conceived as the 
static maintenance of tradition. They were inherently 
futuristic. The imitation, in the school, of good civic 
virtues, implied the establishment of an environment where 
they could be practiced. For democratic virtues to be 
exercised, one needed a democratic organizational culture. 
Since, neither the traditional school, nor the scientifi¬ 
cally managed school, provided such an environment, a re¬ 
conception of the school, coherently aligned with the 
higher goals of society, was urged. The democratic school 
proposed by Dewey was prophetic by nature, and futuristic 
. by definition. 
The reintroduction of theory into the scientific 
method made experience valid again, because it gave it a 
vision and a future. The scientific method of management, 
as implemented by the previous generation, with its total 
170 
reliance on numbers for the development of human norms of 
behavior, was static, reactionary, and futureless. Action 
was based on an assessment of conditions that was no longer 
real by the time they were translated into practice. With 
its postulate that scientific research needed to be 
validated by a theoretical framework and vice-versa, and 
with the concept that all human endeavor was in constant 
flux, requiring therefore continuous reevaluation, reas¬ 
sessment, and realignment, the pragmatism of James, and the 
instrumentalism of Dewey provided America with a philosoph¬ 
ical system able to allow a more reasonable and rational 
pursuit of the moral and democratic society. 
Schools, however, as they exist today, reflect in 
large measure the imprint of the administrative progres¬ 
sives — the followers of the scientific management model 
— rather than the democratic developmental formulation of 
Dewey. Even though major social upheavals, such as the 
civil rights movement, have changed much of the educational 
landscape of America, the administrative structure of the 
public school, the enormous bureaucratic apparatus of the 
state and federal systems, and the definition of educa¬ 
tional success through testing and statistical analysis, 
are still the genuine inheritors of the authoritarian model 
as defined by the administrative progressives. Even though 
alternative educational programs within and without the 
public school have proliferated, and continue to prolif- 
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erate, the overwhelming majority of students still has to 
conform to an educational curricula that is, either so 
bland and amorphous that it defies the ability to stay 
awake, or so irrelevant that it reinforces the alienation 
of students from the school. This failure to motivate 
students has affected especially the lower classes and the 
drop-out rates among the poor and disadvantaged seem to 
suggest that they do not perceive education as being very 
important or very relevant for their lives (Tyack and 
Hansot, 1982, p. 205). 
The sixties will be remembered in the western world as 
a time of great social agitation, when people, coming 
mostly from the ranks of the young, and of the disenfran¬ 
chised, questioned many traditionally accepted norms, 
rebelled against unjust conditions, challenged the 
established authorities, and strove to make society more 
humane, free, and democratic. It was a time of explosive 
creativity in the arts and sciences. Music and the visual 
arts were being recreated, and human beings were going to 
the Moon. Public mores were being stretched to the limits 
of general acceptable behavior. The civil rights and the 
anti-war movements in the United States, the popular 
uprising of Nanterre in France, the marches for peace, and 
other protest and counter-culture movements throughout the 
western world, forced governments to address people's 
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demands, towering political figures, like De Gaulle, into 
retirement, the whole of society into a greater tolerance 
and accepting stance. These movements, but especially the 
civil rights movement, shared many characteristics with the 
crusades for the common-school. As Tyack and Hansot (1982) 
explain: 
The civil rights and other protest movements 
stimulated a third great period of reform of the 
common school. Again, as in Horace Mann's era, 
powerful visions of a brighter future animated 
reformers in education, but this time people 
demanded social justice for those who had been 
pushed to the bottom of society and largely ig¬ 
nored. Again, as in the mid-nineteenth century, 
leaders of social movements pressed for change, 
but this time they sought not so much to build 
new institutions as to gain equity and voice in 
existing but unresponsive school systems (p. 214). 
The decade of the sixties saw the emergence of integrated 
schooling, the war on poverty, and an outpouring of 
subsidies and of creative experimentation with teaching and 
learning methodologies, never seen before. This time, 
however, many of these reforms were spearheaded not only by 
private persons or groups. By the mid-sixties, and 
especially under the Johnson administration, these private 
efforts had the strong, aggressive, and powerful assis¬ 
tance, and also leadership, of the federal government. The 
social, political, and educational achievements were 
impressive: equal rights for blacks and other minorities, 
great levels of community activism, grassroots intervention 
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in the political life of the nation. In education the 
amount of money spent per student, in constant 1970 
dollars, increased from $665 to $955 between 1960 and 1970, 
while the number of high school graduates climbed from 62 
to 75 percent during the same period. By 1975, young 
black, hispanic, and white youths functioned almost at the 
same level of educational achievement (Tyack and Hansot, 
1982, p. 215). 
The social and political convulsion of the sixties and 
seventies seem to suggest that, at last, America was 
catching up with the present, that the solution to social 
ills could no longer be handled through an investment in 
the future. People demanded immediate results. As Tyack 
and Hansot (1982) state: 
Our own view is that the conflict of the 
1960s and 1970s resulted from dreams deferred, 
from contradictions between an ideology of equal¬ 
ity and democracy and basic cleavages of race, 
sex, and class too long papered over by a con¬ 
sensus that ignored the powerless (p. 217). 
The Cambridge high schools, meanwhile, maintained pace 
with the world at large, and in many areas continued their 
leadership role. In 1910 the Cambridge Latin School and 
the Cambridge English High School were combined into one 
institution: The Cambridge High and Latin School. Served 
well by competent and well educated headmasters the school 
flourished. School attendance was greatly increased, not 
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only by students within regular school age, but also by 
post-graduate students who, during the Depression, could 
not find any work, and by young veterans after the Second 
World War (Derry, 1955, p. 100) . The leaders of the school 
during these years were men who commanded great respect 
from teachers, students, and community. Cecil Thayer Derry 
(1955) who knew and work with most of them, had this to 
say: 
Of Mr. William F. Bradbury, 
Headmaster of C.L.S. - 1886-1910: 
Mr. Bradbury was in some respects an old-fash¬ 
ioned schoolmaster, and no one doubted that he 
was the master of the Cambridge Latin School. 
(...) A versatile teacher, he enjoyed visiting 
classes and often took over the teaching for 
a few minutes. (...) He did demand honest and 
steady work, and the hymn which he most often 
chose for singing at the daily morning assembly 
was "Work, for the night is coming." (...) Though 
there were a few who disliked Mr. Bradbury, most 
pupils and parents had great respect for his work 
as the effective head of a successful school. The 
teachers became profoundly loyal to him, and they 
knew that he would loyally support them in any 
controversy (pp. 97-98). 
Of Mr. Leslie L. Cleveland, 
Headmaster of C.H.L.S. from 1910-1941: 
Mr. Cleveland was interested in all phases of 
a modern high school. Without making sudden or 
radical changes, he gradually introduced many 
of the tested newer results of educational think¬ 
ing. He strove always to maintain the high stan¬ 
dards which the school had habitually cherished. 
He sought, too, to do the best that could be done 
for the individual student (p. 101) . 
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Of Mr. Timothy F. Downey, 
Headmaster of C.H.L.S. from 1941-1952: 
He had long experience with us, as teacher of 
chemistry, as head of the science department, 
and for years as master in charge of freshman 
boys. He believed strongly in the value of 
discipline, and he was determined to hold high 
the academic standards of the school. Though 
his major interests were in science and in the 
general field of education, he cherished a deep 
love for the classical authors in Latin, Greek, 
and English, and quoted freely from them. Such 
writing as he did for various occasions was marked 
by the richness of a cultivated mind (p. 103). 
Of Mr. John J. Sheehan, 
Headmaster of C.H.L.S. from 1953-1965: 
He is the only alumnus of the school to reach 
that post [headmaster]. He had been with us for 
many years in teaching and in administrative 
responsibilities, and his five children had all 
graduated from the school. He knows the fine 
traditions of our past and is trying to keep the 
school true to them (p. 103). 
The curriculum had also suffered great changes since 
the days of Mr. Corlett, the first schoolmaster of 
Cambridge. In the mid-fifties, Cambridge High and Latin 
instructed students in four major areas of study: college 
preparatory, commercial, general, and practical arts. In 
addition to the regular course offerings, it had a Parents' 
Association, the Hopkins Classical Library, a chapter of 
the National Honor Society, a school nurse, psychologist, 
instruction in home nursing and first aid, a lip-reading 
class, remedial reading, English-as-a-second-language 
classes, visual and auditory education, car driving 
instruction, educational guidance, placement, home teaching 
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of ill and incapacitated children, oral English, art, music 
(chorus, orchestra, and band), occupational conferences, 
numerous clubs, and a variety of other enterprises (Derry, 
1955, p. 104). The school also boasted of a long gallery 
of prominent alumni, during this period, which included a 
governor of the Commonwealth, William E. Russell, a bishop 
of the Episcopal Church, Dr. Norman B. Nash, one of 
America's greatest poets, E. E. Cummings, a famous 
composer, Leroy Anderson, an Oscar winning Hollywood actor, 
Walter Brennan, and Donald Reagan, former Chief of Staff to 
President Ronald Reagan. 
These quiet and predictable times, however, ended 
abruptly in the late sixties. Close to Boston, and in a 
city always in the forefront of America's social develop¬ 
ment, Cambridge High and Latin saw itself enmeshed in the 
maelstrom unleashed by the civil rights movement. As a 
symbol of the establishment. High and Latin saw the quiet¬ 
ness of its corridors turned into the violence of riots, 
its halls invaded by rebellious masses of demonstrators and 
by riot police, its scholarly reputation deprecated, its 
authority challenged and ignored, the standards and 
cohesion of its programs of studies interrupted and branded 
as useless, its commitment to education questioned, its 
very soul violated by anarchy. The administrative staff 
was not prepared to face the needs of the times. The 
school was too rigid to cope with change of such magnitude. 
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Groups of teachers and students tried desperately, many 
times on their own, to re-establish channels of communica¬ 
tion between each other, and to identify new areas of 
intervention, so that new programs could be developed to 
meet the new demands. Lacking a forceful and enlightened 
leadership, the school tried to meet the needs of students 
and of the community in a haphazard way, not by planned 
reform, but by the accretion of new programs designed to 
meet immediate needs. The majority of these programs, 
however, stemmed from the initiative of groups of people 
working disconnectedly and without a common vision of what 
urged to be done. The school, however, was strong and it 
retained the allegiance and commitment of students, 
teachers, and of the community. A semblance of normalcy 
returned, new attitudes were learned and adopted by most 
people, a new headmaster was hired, the first black 
headmaster of the school. He was a good man who loved 
students and was able to establish a quick rapport with 
them. He lacked, however, the experience to run a large 
and complex organization, such as High and Latin, and did 
not know how to project a vision the staff could easily 
identify and follow. He soon lost the allegiance of a 
large number of teachers and administrators, and for almost 
a decade the school muddled through a hodgepodge of new 
programs, sometimes contradictory directives, hesitant and 
tentative management. In its new version, the school 
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suffered from debilitating fragmentation, erosion of 
leadership, lack of a clear mission statement, confused 
deliberation of goals. Everybody tried to do everything to 
everybody in every possible way. it did not work. 
High and Latin was definitely not prepared to face the 
new times. Segments of the school population, however, 
knew that change was needed. Even before the school was 
violently shaken from its lethargy, a group of parents and 
teachers, in collaboration with the Harvard School of 
Education, then under the leadership of Dean Ted Sizer, 
developed and created the first alternative school in the 
nation, the Pilot School. This program was designed as an 
experiment in democratic government. All decisions, 
including those involving curricular matters, would be made 
by the whole community, through a process reminiscent of 
that oldest of New England institutions, the town meeting. 
To reduce the tension between teacher and student, the 
Pilot School successfully implemented two policies: the 
teacher-student relationship would be as informal as 
possible, and to develop trust between teacher and student, 
as well as to provide for a more structured, relevant, and 
congenial monitoring and programming of studies and 
relationships, the teacher-advisor program was initiated. 
The formula was simple: each teacher would be assigned to 
a group of students. The purpose of the group was to work 
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through issues, problems, decisions, and expectations in a 
non-threatening environment. The Pilot School was and 
continues to be a success. 
In the mid—seventies, another group of parents and 
teachers created another branch of the school in another 
location, the Fundamental School, along conservative 
notions of discipline, of a strictly enforced core curric¬ 
ulum, and of authoritarian management. This program, like 
the Pilot School, continues to attract a large following, 
and its success is undeniable. In 1977, the secondary 
educational program of the Cambridge Public Schools was 
reorganized with the fusion of High and Latin and of The 
Rindge Technical School. This new version of the school 
was called The Cambridge Rindge and Latin School. In 1978, 
the School Committee approve the reorganization plan 
submitted by Superintendent William C. Lannon. This plan 
had a clear vision of what the school in the eighties 
should be, and although its final version reflected the 
compromises it had to accept in order to receive political 
approval, it worked and provided the system with an 
opportunity for a new beginning. The fundamental 
characteristics of the plan were the following: (1) it 
strengthened the position of the headmaster and re¬ 
established the cohesion of the educational program, by 
placing all secondary programs under his direct authority; 
(2) it established clear distinctions between administra- 
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tors who planned (staff) and those who implemented them and 
managed the school (line); planning was centralized to 
ensure unity and consistency of policy, and implementation 
was decentralized to stimulate a more personalized type of 
management, and to cater to the special needs of students 
and staff; (3) it provided for more effective coordination 
of curriculum development, and for a concerted effort 
toward more inter-disciplinary teaching, by creating an 
administrative position to superintend all academic 
departments? (4) it provided for an immediate process of 
feedback between the houses (9-12 grades) and the school's 
central administration, by making the house master directly 
responsible to the headmaster in areas of overall manage¬ 
ment, and not to one of his assistants? (5) it encouraged 
the formation of school spirit while allowing for the 
decentralization of services? (6) the school's central 
administration included the headmaster, and thee assistant 
headmasters: one for management and organization, one for 
curriculum and instruction, and one for policy and 
students? (7) the main high school was divided into four 
houses, each with a master, assistant house master, 
teachers, counselors, adjustment counselors, special 
educators, psychologists, clerical staff, corridor 
attendants. Each house was given fiscal and managerial 
autonomy and was supposed to function like a mini-school; 
it instituted the team approach to the governance of the 
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school. On January 3, 1979 a new administrative team took 
charge of the high school and started the process of 
reconstruction. 
The C.R.L.S. administrative framework proved to be 
ideal to the implementation of a developmental philosophy, 
and from its foundation, the school leadership embraced 
this goal. Mechanisms were created to ensure that the 
interaction among the different components would be 
significant, and based on trust, democratic in nature, and 
conducive to development. The first organs to be created 
were the headmaster's cabinet, and the houses' administra¬ 
tive teams. The headmaster's cabinet was constituted 
initially by the headmaster, assistant headmasters, and 
house masters. It was agreed from the beginning that all 
decisions were to be made by majority vote, and that the 
chair at each meeting would rotate. Each house started 
work on projects, to develop instruments of school policy, 
and to start building successful professional relationships 
among people, with their entire faculties: while hou*.e A 
i 
and B worked on a student handbook, houses C and D 
developed an attendance and disciplinary policy. 
The second administrative organ to be established was 
the academic cabinet. It was chaired by the assistant 
headmaster for curriculum and instruction, and it included 
the coordinators and directors of the various curricular 
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disciplines. To build a link between the two cabinets, it 
was agreed that a representative from the academic cabinet, 
in addition to the assistant headmaster for curriculum and 
instruction, would be part of the headmaster's cabinet. 
Two major goals presided over the first couple of 
years of reorganization: the development of policies, and 
the re-assertion of a controlled and learning environment. 
These achieved, the headmaster's cabinet decided to 
implement another crucial component of its developmental 
philosophy: it decided to delegate its legislative powers 
to a faculty senate. A subcommittee of the cabinet drafted 
a proposal, which was presented to the faculty at large and 
immediately rejected. The faculty decided to develop its 
own draft of the charter, and two representatives from each 
house were elected. The final draft of the faculty senate 
charter varied little from the cabinet's proposal, but it 
was the teachers' proposal, and it was their charter. The 
charter was discussed and amended in each house, through a 
series of faculty meetings, and finally approved by an 
overwhelming majority vote. It established, among other 
things that a two thirds majority vote could override a 
headmaster's veto. 
Its officers elected, the faculty senate started its 
work amidst a flurry of activity. During its first year, 
it confronted decisions made by the headmaster, and it was 
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able to override them twice. The second year saw the 
enactment of important policies, such as a promotion policy 
for students. By the third year, however, some of the 
initial leaders decided to transfer the direction of the 
senate to other people, and interest started to wane. Its 
survival in subsequent years required the efforts of some 
of the administrators. By the sixth year only four of the 
seven houses and programs were able to elect some members 
to the senate, and by the eighth year no elections were 
held. 
Theories trying to explain the failure of the faculty 
senate abound. My own reading is that: (1) the adminis¬ 
tration of two of the houses changed, and persons who had 
neither been privy to the creation of the senate, nor 
believed earnestly on the philosophy behind it, did not 
offer the kind of support and leadership it needed at a 
crucial time; (2) elected members of the senate had to 
perform a variety of extra duties on their own time, 
without compensation. The school administration tried to 
institute some rewards, but its efforts were unsuccessful. 
With the passage of legislation limiting the ability of 
cities and towns to raise property taxes, school budgets 
were cut, and the possibility to provide for new programs, 
or to attend to specific needs was severely curtailed. 
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The commitment on the part of the administrative team 
to democratic government continued unabated, and it has 
refused to make any significant changes to the school 
without the expressed participation of the staff, parents, 
and students. During the ninth year of reorganization, for 
example, a new central administration tried to force upon 
the school some extensive structural changes, when so 
ordered, the headmaster replied that he could not do that 
without the support and approval of the faculty. An ad hoc 
senate was elected and has been functioning for the last 
two years. The agenda is a challenging one. C.R.L.S. has 
a creative, flexible, adaptive, and efficient administra¬ 
tive structure. We are certain, however, that the context 
of learning needs to be analyzed, re-assessed, re-evaluat¬ 
ed, and re-programed. Some groups of teachers and adminis¬ 
trators have started to experiment with ideas and models. 
An overall statement is, however, needed, and that is the 
task at hand. 
The Search for Meaning 
The eighties have been trying times for high schools. 
A series of national reports assailed the institution with 
a bombardment of criticism seldom seen before. From "A 
Nation At Risk", sponsored by the National Commission on 
Education of the United States Department of Education, to 
"America's Competitive Challenge - The Need for a National 
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Response" - sponsored by the Business-Higher Education 
Forum, the critics of the high school have spoken severe 
indictments on the inadequacy of its programs, on the 
incapacity of its organizational structures, on the 
misplaced vision of its goals. 
America's leadership in the world has been under sharp 
attack, and what is being challenged is not so much its 
military might, but a more fundamental area of a nation's 
power: its economic strength, and its ability to compete 
successfully in the world market. Developing nations have 
created havens for manufacturing with their low overhead 
costs for businesses, and a vast supply of increasingly 
better educated manpower. The emergence of the European 
Common Market is further eroding the ascendancy America 
used to enjoy in the world, and the outlays of European 
governments for research and development have narrowed the 
technology gap between them and the United States. The 
greatest threat, however, seems to come from Japan, and 
from other nations of the Pacific basin. Supported by a 
large pool of well educated and fiercely dedicated workers, 
and with a national determination to invest and control 
international markets, these nations are positioning 
themselves as the great competitors, if not the future 
economic masters of the world. In the meantime, the 
leaders of America seem more interested in the pursuit of 
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wealth through sterile speculation, than in using the 
tremendous vitality of the American economic model to 
create personal and national financial prosperity through 
modern concepts of industrial production, aggressive 
pursuit of commercial enterprises, and daring and well 
endowed technological development. 
The congenital conservatism of schools, the lack of a 
national focus, the retrenchment of federal subsidies, and 
the policies of the Reagan administration more concerned 
with military might, than with national power, have 
conspired to create a situation of difficult resolution. On 
the one hand, some critics claim that the federal 
government should assume a greater role in developing and 
promoting a national educational policy. On the other, an 
equal number of critics affirms the need for more 
flexibility at the local level. On the one hand, some 
argue for an educational policy based on the preparation of 
well trained technocrats. On the other, many advocate a 
need to pay close attention to the context of learning. 
They perceive as the greatest national danger to be the 
continuous erosion of democracy, and they conclude that 
with its democratic institutions, military and economic 
power has no meaning. 
Should secondary schools prepare workers or citizens? 
And if both, which is more important? The answer to these 
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questions lies more in studious reflection than in creative 
action. The need, today, is not so much for new programs; 
what is absolutely required is the development of a state¬ 
ment of mission for the school. The last thirty years have 
given us a plethora of instructional and organizational 
models capable of carrying us fully occupied into the next 
century. Above all, we have learned to negotiate better 
with other people, to be more open minded in our thinking, 
and more flexible in our approaches to problems. More than 
ever, Americans need to look at themselves as a nation; 
they need to recall their previous national debates, and to 
re-analyze their national and cultural imperatives; they 
need, perhaps for the first time, to study their already 
quite significant past, so that their present and future 
may be faced with a different comprehension. 
Traditionally, schools have been at the center of any 
American debate over the future. Tyack and Hansot (1982) 
stated that "the public school system is probably the 
closest Americans have come toward creating an established 
church" (p. 249). This is one of the greatest legacies of 
the Puritans. Regardless of color, sex, national or 
religious affiliation, Americans believe in the traditional 
puritanical virtues of hard-work, frugality, self- 
sufficiency, toughness, and individual responsibility. 
Being the ultimate consumer society, they refuse to think 
of themselves as prodigal beings. Despite their obvious 
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and inherent multiracialism and multiculturalism, the 
tendency to integrate, and to strive for a cultural and 
linguistic oneness is still prevalent in large segments of 
American society. The suspicion of big and central 
government is also another legacy of the Puritans, as it is 
their faith in a messianic, millenial America. Americans 
strive to find a set of beliefs able to provide them with 
certitude, be they religious, or civic virtues, like 
patriotism, or national fetishes preached by the many 
crusaders who constantly cross the land. 
The ingrained provincialism of some of these traits, 
triggered an antithetical response when Americans entered 
the world scene with the severance of their political 
allegiance to the British crown. For the Americans of the 
Independence movement, human beings mattered in their 
globality: they were endowed with equal rights and 
privileges, and the suppression of any of those prerog¬ 
atives constituted an act of tyranny, which any good 
American had the duty to oppose. They also believed in the 
developmental nature of humanity and of their constituted 
institutions. One of the great glories of the writers of 
the American Constitution, is its very unspecificity of 
norms, and its broad significance of stated principles. 
It is between these two poles that, in my opinion, 
resides the kernel of the debate over America: between the 
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concept of the local American, and the notion of the 
American in the world; between the innate aversion to 
alien forms of existence, and the rational deduction that 
America is, by choice, the symbol of pluralism in the 
world; between a congenital conservatism, and the chosen 
vocation of a people in the forefront of human development. 
One of the manifestations over the irresolution of this 
dialectic debate, has been the emergence of a behavior 
characterized by a tolerant intolerance. While American 
law proclaims the dignity, equality, and pluralism of human 
existence, the politics of convenience reduce it to 
discriminative, biased, and demeaning practices. Americans 
are always confronted by the high moral principles of their 
laws, and by their own human inconsistencies. Between law 
and opinion, and Americans love them both. 
The true agenda for America is the agenda of the 
constitution; that is where her strength and greatness 
lies; that is what distinguishes the American nation from 
many others in the world. When human frailty has 
endeavored to pervert the law of the land, and has allowed 
oppression and prejudice to take hold of their lives, 
Americans could always look up to the Constitution, verify 
their amoral or immoral standing, and rectify those 
situations. It has been, and it will continue to be a 
struggle, always difficult, always challenging. 
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The debate over the mission of the school is not a 
choice between training technocrats, or training citizens: 
it is training citizens. Curricular adjustments to provide 
for more mathematics or for more science can and must be 
made. There can be no discussion, however, over the 
expressed mission of the school to form active citizens for 
democracy. The danger lies today in the definition of 
democracy that is warranted: is it the democracy of 
compliance, or the democracy of critical thought? Giroux 
and McLaren (1986) analyze the issue in this way: 
The ideological interests that inform the new 
conservative proposals are based on a view of 
morality and politics that is legitimated through 
an appeal to custom, national unity, and tradi¬ 
tion. Within this discourse, democracy loses 
its dynamic character and is reduced to a set of 
inherited principles and institutional arrangements 
that teach students how to adapt rather than to 
question the basic precepts of society. (...) We 
wish ... to argue for the education of teachers as 
transformative intellectuals. (...) By the term 
"transformative intellectual" we refer to one who 
exercises forms of intellectual and pedagogical 
practice which attempt to insert teaching and 
learning directly into the political sphere by 
arguing that schooling represents both a struggle 
for meaning and a struggle over power relations. 
We are also referring to one whose intellectual 
practices are necessarily grounded in forms of 
moral and ethical discourse exhibiting a prefer¬ 
ential concern for the suffering and struggles of 
the disadvantaged and oppressed. (...) 
[Transformative] teachers ... treat students as 
critical agents, question how knowledge is pro¬ 
duced and distributed, utilize dialogue, and make 
knowledge meaningful, critical, and ultimately 
emancipatory (p. 215). 
Education in Portugal: 
Unfinished Chapters 
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The smallness of the land in no way betrays the role 
played by Portugal in the development and diffusion of 
western civilization. A people born of many peoples, 
living in a natural setting of manifold colors, forms, and 
contours, the Portuguese assumed and retained a millenarian 
sense of human acceptance, an innate ability to thrive in 
hopeless situations, an ingrained toughness that has led 
generations to break with their present, and to seek a 
better future elsewhere. 
Compressed between a powerful neighbor and the 
unforgiving Atlantic, the few people of this small nation 
roamed the world as conquerors, discoverers, missionaries, 
merchants, teachers, scientists, emigrants, leaving pieces 
of their collective soul wherever their wandering feet 
touched the firmness of soil. And yet, while reaching 
greatness, they were unable to sustain it. The measure of 
their tireless toil and ingenuity is not reflected in the 
level of progress and of forward development. An atavic 
inability of national leaders to read order without 
suppression, and ideological freedom without anarchy, has 
enfeebled the national will and prevented the nation from 
realizing its true and deserved potential. 
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The reform movements that, from time to time, have 
shaken the land from its lethargic state of contented 
intellectual sterility, never lasted so long as to 
establish roots firm enough to withstand the temporality of 
political regimes. Education, in this respect, has been 
the great casualty. After centuries of parity with the 
majority of European nations, and at the moment of its 
greatest national splendor, the educational development of 
the nation was forced into a stagnant, if not regressive, 
state. When mariners, soldiers, priests, merchants, and 
adventurers were entering in contact with unknown cultures, 
peoples, climates, oceans, and stars all over the world, at 
home, the governing heads of the nation let themselves 
become the prisoners of fear: fear of different religious 
and scientific ideologies, fear of change, fear of unknown 
repercussions. They called for the suppression of anything 
that questioned the integrity of the total body of 
knowledge they had inherited, and they made themselves, 
with ferocious determination, the paladins of the most 
intellectually incomprehensible, humanly unsatisfying, and 
socially intolerant orthodoxy. When the exploits of the 
Portuguese in Africa, in the Americas, and in Asia were 
formulating, with their discoveries and scientific 
observations, the very foundations of a new vision of the 
world, at home, a whole people was led into a cabalistic 
interpretation of the human and physical universe, which 
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denied the very observations they were making in their 
daily lives. It was the supreme national paradox. 
Despite all the oppressive and suppressive intellec¬ 
tual conditions created by the prepotency of the Inquisi¬ 
tion, and by the ignorant scissors of the censorship, many 
learned and enlightened spirits rose above the institution¬ 
alized mediocrity to identify and accuse the appalling 
predicament of the Portuguese educational state, and to 
expose the terrible price that the nation would 
ultimately pay. Their advice was sometimes heeded, most 
often suppressed. They remained, however, as clear beacons 
of progress, and demonstrated with their temerity the 
indomitableness of the human spirit. 
In the course of time, such intemperate and atavic 
attachment to frozen perceptions of life became synonymous 
with a proper version of conservatism, with the rightful 
upholding of the national virtue, and with a higher form of 
being in the world. This pseudo-conservative attitude, 
espoused by a large segment of the Portuguese population, 
with its rigidity and intolerance, has not allowed for a 
national debate with other points of view, as a more 
typical western conservative ideology would do. The result 
has often been that the unyielding positioning of these 
forces has promoted an opposite ideological standing 
characterized by an equal rigidness. 
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Between these two poles has gyrated the educational 
development of the nation, in a sequence of chapters with 
wonderful outlines, great promise, a stimulating intro¬ 
duction, but never completed. Portugal is writing today 
another chapter of its educational story. Future days will 
show whether or not a conclusion will ever be written. 
Finisterra: A Meeting Place in Europe 
» 
Descending slowly toward the sea, at the end of all 
the roads of Europe, the land of Portugal has traditionally 
been a beautiful and enticing meeting place for many and 
varied peoples. Fronting the Atlantic ocean with beaches 
of white sand and capes of protruding rock, the land offers 
the visitor a fascinating variety of landscapes, and of 
natural morphology: the white capped mountains of the 
Northeast, the verdant hills and valleys of the Northwest, 
the arid planes of the country beyond the Tagus river, the 
alluring beauty of the southern coastline. Flanked by the 
Atlantic for 527 miles of its perimeter, the old land of 
the Lusitani, is not characterized by the climatic rigors 
of Atlantic Spain or France, rather by a moderation of 
temperature, and general pleasantness more common to the 
countries of the Mediterranean basin. 
Many peoples, forced to move from their ancient 
dominions by adverse fortunes of war, unopposable 
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persecution, debilitating famines, or by a wandering lust, 
found in this western tip of Europe, their last redoubt. 
The vast and unknown sea was a formidable obstacle and a 
beguiling challenge for them all. Human beings arrived 
there at the dawn of their history, at least five hundred 
thousand years ago. We find remains of human existence 
from the pre—Abdevillian and Abdevillian cultures, through 
those of the Levalloisians and Mousterians, who throve 
there as hunters some seventy thousand years ago, to the 
enterprising cultures of the Almerians, Bell-beakers, and 
El Argarians of the Bronze period, and to the richness of 
the Iberian Megalithic. 
During the Bronze III period, the first Indo-european 
peoples arrived: the pre-Celts, or Ligures, and around 
1000 B.C., they were followed by the Celts, the Iberians, 
the Phoenicians, the Greeks, and still later the Cartha¬ 
ginians. All of these peoples, with different cultures and 
varied tongues, settled in the land, and established a 
process of miscegenation that lasted for numerous gener¬ 
ations (Marques, 1976, pp. 4-8). In 219 B.C., the first 
Roman troops disembarked in Hispania, and a two centuries 
long period of conquest and romanization began. They 
encountered several distinct groups of people, which they 
dutifully catalogued and labeled. The two most important, 
though, were the Gallaecci in the North, and the Lusitani 
in the center. The Lusitani, probably the most direct 
I 
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ascendants of the Portuguese, were Celtiberian, if not by 
blood, at least by acculturation, and their customs were 
indeed dissimilar from those of other Mediterranean ethnic 
groups: they drank beer instead of wine, used butter rather 
than olive oil, did not cultivate wheat extensively, and 
cremated their dead, all of these Celtic usages (Saraiva, 
1979, p. 22). They were fierce in battle, and their 
exploits against the well disciplined Roman legions 
filled many pages of the history of Rome. 
With the founding of Roman municipalities, came Roman 
schools, and their influence was crucial in the dissemina¬ 
tion of Latin, which became the lingua franca, in the 
divulgence of classical thought and literature, as well as 
in the more prosaic, but no less important tasks of 
preparing clerks, administrators, and other professionals. 
The romanization of the Peninsula transformed it 
forever. As Oliveira Martins (1984) explains: 
(...) the Roman occupation ... transformed a semi¬ 
barbarian and quasi-nomad people ... into a nation, 
in the European sense of the word — that is, an 
assembly of men joined together by a system of 
fixed and general institutions, and united, not 
only by a moral thought, but also by civil, polit¬ 
ical, military, and intellectual bonds. The 
character of these bonds, with which the occupation 
connected the whole of Spain, was Roman. (...) Ber- 
berian or barbarian life is succeeded by a social¬ 
ly cultivated existence: the village becomes a city, 
and the tribe is absorbed into the state. 
(...) we also have more decisive proofs — for 
example, Latin, which became the national tongue, 
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and the numerous Spaniards who reached an exalted 
place in Roman history: Portius Latrus, of Cordoba, 
a lawyer in Rome; the two Senecas; Martial; de 
Bilbilis; Lucan, Columella, Quintilian, Silvius 
Italicus; Balbo, of Cadis, the first foreign consul 
of Rome, to whom a triumph was given; Trajan, of 
Seville, finally the first of the non-Italian emperors 
(p. 75).3 
At the height of the development of the Roman—iberian 
culture, Christianity arrived in the Peninsula, and by 
the third century, numerous Christian communities were 
already in existence. The Christian faith was in direct 
opposition to the Roman world, and the implementation of. 
its doctrines implied the unequivocal undermining of the 
Roman way of life. It condemned paganism, and therefore 
the cult of Caesar, one of the foundations of imperial 
Rome; it denounced the inhumanity and immorality of 
slavery, the basis of the Roman economy; it inveighed 
mercilessly against the dissolution of Roman customs, and 
against the cruelty of Roman games, thus robbing ordinary, 
and even aristocratic Romans of one of their few opportu¬ 
nities for relaxation. No wonder that pagan Roman author¬ 
ities tried to suppress the new and aggressive movement 
with the vigor of their laws, and with the lascivious 
pleasure of spilled blood in the arena. Christianity, 
however, prevailed, and its growing importance presaged the 
erosion of classical Rome. In an ironic way, Christianity, 
while freing people from the bondage of pagan inhumanity, 
through the affirmation of human dignity, prevented them 
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from the enjoyment of a full intellectual life, by con¬ 
demning most Roman literature as the evil product of 
paganism. 
The decadence of pagan Rome in the Peninsula, was 
replaced by the increasing power of the Christian Church. 
Bishops and presbyters slowly became the prominent figures 
of civilian administration, and the Church assumed gradu¬ 
ally many of the purposes of other social institutions, 
such as education. The great Christian figure of this 
period was Paulus Osorius, presbyter of Braga, who wrote a 
famous treatise — Historiarum Adversus Paganos — read and 
studied throughout the Middle Ages (Afonso, cl970, pp. 37- 
38) . 
In 411, Paulus Osorius witnessed the arrival in 
Hispania of the first groups of Barbarians: the Vandals, 
the Alani, and the Suevi, who had their lands and lives 
threatened by the onslaught of the Huns. The Vandals 
continued their journey into North Africa, but the others 
stayed, and the Suevi founded a kingdom in Galicia which 
lasted until 585. In 416, the Visigoths arrived, and 
established themselves as rulers of the Peninsula, although 
in federation with Rome. Their kingdom lasted for three 
centuries, ending under the Muslim conquering sword of 
Tariq, in 711. The invasions of the Barbarians disrupted 
the world created by the Romans, especially in the areas of 
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culture, education, and language. As Marques (1976) 
explains: 
The gradual decline of the Roman world, 
accompanied by the disruption of communications 
and the virtual disappearance of a central gover¬ 
nment, brought about dialectical freedom, and 
quick evolution of dialects. The school system 
and the number of literate persons decreased 
steadily (p. 11). 
The cultural influence of the Suevi and of the Visi¬ 
goths was negligible. They were, first and foremost, 
soldiers, without great propensity for the arts and 
letters, and the civilization they encountered was far 
superior to their own. There is no record of Visigothic 
schools, writers, or centers of culture. Lacking an 
intellectual tradition and an artistic and creative 
vitality, the Barbarians' attempt to maintain whatever 
cultural life they had encountered, soon accelerated the 
decadence of the whole system. As Pirenne (cl960) said: 
"Under the [Germanic] dynasties of the new States of the 
western basin of the Mediterranean the process that set in 
was the decadence of a decadence" (p. 119). 
During the Visigothic reign, the Church assumed 
practically the totality of Iberian cultural life, and many 
members of the clergy earned great reputations as scholars: 
St. Isidore of Seville (one of the greatest encyclopedists 
of all times), St. Martin of Dume (duly famous for his 
writings in theology, morality, and for the acuity of his 
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social observations), Idacius, Bishop of Chaves, Joao de 
Bichara, of Santarem, and St. Fructuoso, of Braga, who 
founded many monasteries (Saraiva, 1979, p. 30, Afonso, 
C1970, p. 45). 
In 711, the Muslim armies crossed the straights of 
Gibraltar, entered Spain, and in a bold stroke of military 
prowess reduced the Kingdom of the Visigoths to the 
finality of a chapter in history. In the mountains of the 
several Christian enclaves managed to survive the 
tremendous assault of the Muslims. The process of the 
Reconquista, however, was spurned more by the internal 
dissension among the invaders, than by frontal Christian 
resistance. The majority of the soldiers of Islam that 
invaded Hispania, was not Arab, but Berber. Around 750, 
the Berbers who had been assigned to subdue and control the 
northern provinces, rebelled against the Arabs, their 
political masters. These called Syrian troops to the 
Peninsula to crush the revolt, and a long civil war ensued. 
In the process, the Berbers abandoned the cities and towns 
that they were occupying, and went south to fight the 
Arabs. The Hispano-goths seized the opportunity, and 
returned most of Gallaecia, or Galicia, to Christian 
control. But the armies of Islam returned, and Marques 
(1976) narrates the situation: 
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The MosIgihs struck back in several devastating 
campaigns, mainly those of 764, 791, 794, and 840. 
For more than a century most of Galicia was, if 
not a battlefield, at least a very unsafe frontier 
land, rather disorganized, with half-deserted and 
burned cities, impoverished and sparsely 
populated, with all its bishops (that is, most of 
its real authority) fleeing to the King's court 
and there remaining for a long time. South Galicia 
particularly, between the rivers Minho and Douro, 
suffered from such a condition (p. 25). 
By the end of the IX century, the Peninsula was 
divided in two zones of influence, Christian and Muslim, 
with the Mondego river and Coimbra as the frontier. Also 
around this time, references to a county of Portucale 
started to appear. 
Peoples of The Book: 
Christians, Jews. and Muslims in Hispania 
Portucale was the name of a town situated near the 
mouth of the Douro river, where the city of Porto now 
stands. Portucale was the seat of government of a terri¬ 
tory limited in the North by the Minho river, and in the 
South by the Douro. When Christian control over this 
region became permanent around the middle of the IXth 
century, King Alfonso III of Asturias appointed Count 
Vimara Peres as its governor. Having rebuilt and re¬ 
settled the town, Count Vimara Peres and his descendants 
established a quasi-dynastic regime and achieved great 
power and influence within the Kingdom (Marques, 
26-27, Saraiva, 1979, p. 42). 
1976, pp. 
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The uncertainty of victory, which characterized the 
wars between Christians and Moors, called for a behavior 
guided by the greatest pragmatism. Sesnando Davides, Count 
of Coimbra, certainly of Jewish origin, shifted between 
Christianity and Islam as dictated by the fortunes of war 
and the need to survive. The story of his life illustrates 
perfectly the pragmatic way many people went around the 
triad of faiths present in the Peninsula. The cultures of 
the three peoples of The Book were indeed the matrices 
which molded the ethos and informed the culture and educa¬ 
tion of the nascent Kingdom of Portugal. 
The Christian culture was represented by the Church, 
which, having been established in Hispania under the Roman 
domination, achieved its greatest power under the Suevi and 
Visigothic monarchies, to such an extent that it is diffi¬ 
cult to differentiate between the political and ecclesias¬ 
tical organizations. The councils of the Church functioned 
as legislative bodies for the Visigothic kings, bishops 
and presbyters became the true civilian administrators, and 
the purveyors of culture and education. Even during the 
constant turmoil of the war with the Arabs, the cult was 
never discontinued, and in an increasingly oral society, 
the Christian liturgy was in itself a powerful and effec¬ 
tive instructional tool. 
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The Jews began to arrive in the Peninsula even before 
the time of the Romans. A proud and enterprising people, 
they sought refuge in the lands of ancient Spain. Their 
aspired peace was never certain and definitely never 
lasting, but they managed to survive and even to thrive, 
achieving positions of great power and relevance, both 
under Christian and Muslim domination. 
Born into a religion that treasured education above 
all things, the Jews of the Peninsula, although despised by 
the population and condemned by the Church, constituted an 
intellectual and administrative elite. Of Jewish descent 
was most likely Sesnando Davides, count of Coimbra, the 
great philosopher and theologian Maimonides, most certain¬ 
ly Tariq, the Muslim conqueror of the Peninsula, and proba¬ 
bly Pedro Hispano, the only Portuguese Pope, and from our 
first king to his descendants of the XIVth century, the 
highest political administrative positions of the Kingdom, 
and the professions that required greater learning, were 
traditionally performed by members of the Jewish faith 
(Saraiva, 1979, p. 78, Oliveira Martins, 1984, p. 114, 
Azevedo, 1975, p. 7). 
The Muslims who invaded Hispania belonged to a group 
of peoples whose culture had achieved the highest level of 
civilization known at the time in the world circumscribed 
by the Mediterranean. They introduced to the Peninsula new 
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agricultural plants, new irrigation and cultivation 
techniques, and established the first paper factory of 
Europe. They founded great libraries, some with 400,000 
volumes; they copied, studied, and preserved for posterity 
the works of the classics of Greece and Rome. 
Education in the Muslim world comprehended elementary 
schools, the mahdars, secondary schools, the madrasahs, and 
universities, the madaris. The instruction in elementary 
schools was divided in two parts: one, mandatory, where 
students were taught religion, reading, and writing, and 
another, elective, where Islamic history, poetry, grammar, 
rhetoric, arithmetic, orthography, and caligraphy were 
taught. Some of the schools were free of tuition, and the 
secondary schools were generally free schools. The 
subjects taught at these schools included religion, law, 
ash'arita dialectic, philology, literature, geography, 
history, ethnography, archeology, astronomy, mathematics, 
chemistry, music, and geometrical drawing (Mazaheri, cl950, 
pp. 144-146). Muslim Spain produced great centers of 
culture, such as Cordoba, Toledo, Seville, and great men of 
letters and sciences, such as, in poetry Abenabdun of 
Evora, the great poet-king, al-Mu'tamid of Beja, Ibn Sara 
of Santarem, Ibn Amar, of Silves; in historiography, Ibn 
Bassam of Santarem; and in philosophy the great name of 
Averroes is sufficient to secure for the Muslims of Spain a 
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permanent place in the history of European thought (Afonso, 
C1970, pp. 47-49, Saraiva, 1979, pp. 76-77, Marques, 1976, 
p. 135). 
Relations between people of the three faiths was 
predicated mostly by the fortunes of war. Christians under 
Muslim administration became Mozarabs. They could exercise 
their religion and preserve their culture, but had to pay a 
double tribute. Muslims under Christian domination became 
Mudejares. They were generally kept segregated from the 
Christian population, and had great difficulty in practic¬ 
ing their religion and maintaining their customs. The 
educational ascendant of the Muslims, however, contributed 
also to another sort of cultural intercourse. King Alfonso 
III of Leon, for example, sent his son and heir to Sarago- 
za, a great Muslim city in Spain, to study in the local 
schools, and one of the great kings of Leon and Castile, 
Alfonso VI, lived for a time in Toledo, another center of 
Islamic culture, according to Arab custom, and had a son by 
a Muslim woman, who almost became king, had the child not 
died so young (Saraiva, 1979, p. 77). 
In most cases, however, Christians, Jews, and Muslims 
were incompatible with each other in matters of religion. 
Their faiths were mutually exclusive, but it must be 
acknowledged that the Christian religion, as practiced in 
the most intolerant. People, nonetheless, those days, was 
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managed to survive and to make the best of difficult 
situations. At the time of the fall of Lisbon (1147) to the 
Christian armies of Portugal's first king, D. Afonso Henri- 
ques, the great Jewish scholar Maimonides wrote his famous 
book "Epistle on Apostasy," where he defended the notion of 
crypto-judaism, e.g., the moral right to practice one 
religion, while pretending in public to follow another, 
and, in Seville, the great philosopher Averroes, developed 
the principle of the double truth, which defined the possi¬ 
bility of one statement being true from the point of view 
of reason, and untrue from the perspective of faith, and 
vice-versa (Saraiva, 1979, p. 79). And Saraiva (1979) 
concludes: 
These were the first phases of a process that 
would develop for centuries: a country where a great 
segment of the population had to live an existence 
pretending to be something it was not, and trying to 
avoid death by claiming to profess a faith they could 
not follow (p. 79)4 
The Reconquista obliterated practically all physical 
signs of the Jewish and Muslim civilizations. As soon as 
cities and towns were taken, mosques were either razed or 
transformed into churches. Synagogues continued to exist 
intermittently for many centuries, until the Inquisition 
eradicated their presence until our days. The price paid 
by the peoples of the Peninsula for this intolerance was 
enormous. As Saraiva (1979) explains: 
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The contradiction between cultures, the 
cultural genocide, and the triumph of the group 
technologically and literarily less developed, 
left marks in the Portuguese psyche: religious 
intolerance, ideological chauvinism, a tendency 
to identify the nation with one creed. And, 
simultaneously, a permanent scepticism toward 
ideals, a tacit legitimation of hypocrisy and 
opportunism, a permanent distrust of cultural 
innovation, always considered suspect of threat¬ 
ening the security of the State and the moral 
unity of the Nation (p. 79).5 
Monks. Warriors. and Troubadours 
The war in the Peninsula against the Muslims was 
considered by the Roman Church and by the Christian 
Kingdoms of Europe as the western equivalent to the Eastern 
crusades of Palestine. By the end of the Xlth century, 
the menace of the Almoravid offensive, brought to Spain a 
large number of French knights, their servants, and 
equipages. Two of the most famous knights belonged to the 
high aristocracy of France: Raymond, count of Amous, and 
Henri, his cousin, the brother of the duke of Burgundy. 
Alfonso VI, King of Leon, Castile, Galicia, and Portugal, 
gave his legitimate daughter Urraca in marriage to Raymond, 
and sometime later, his illegitimate, but favorite, 
daughter Tarasia, or Theresia, to Henri. Urraca was the 
heiress to the throne of Spain, and Raymond was entrusted 
with the government of Galicia in 1093, and of Portucale in 
1094. In 1096, however, at the time of the nuptials of 
Tarasia and Henri, King Alfonso VI gave the counties of 
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Portucale and Coimbra to Henri, as a fief "de jure heredi¬ 
ty10" (Marques, 1976, p. 37). In 1128, Afonso Henriques, 
the son and heir of Henri and Tarasia of Portugal, rebelled 
against the rule of his mother and her favorite, Count 
Fernando Perez de Trava of Galicia, defeated her army in 
the battle of Sao Mamede, near Guimaraes, and assume 
control of the county. The young Afonso, barely nineteen 
years old, wanted to be king, and to this end he continued 
to pursue the policies initiated by his parents, but with 
greater vigor and determination. After many battles and 
political maneuvers, Pope Alexander III, in 1179, formally 
recognized Afonso Henriques as king, and his county as a 
Kingdom (Saraiva, 1979, pp. 45-48, Marques, 1976, pp. 37- 
43) . 
Education was not one of the priorities of Portugal's 
first king: his policies centered on the attainment of 
independence from Castile, and on the expansion of the 
Kingdom. As D. Antonio da Costa (1900) said, "the national 
school was the battlefield" (p. 8). Indirectly, however, 
Afonso Henriques contributed greatly to the diffusion of 
knowledge, through the foundation of more than one hundred 
and fifty churches and monasteries (Costa, 1900, p. 6). 
Since Visigothic times that churches were the main 
providers of schooling. Cathedrals, collegiate churches, 
and monasteries maintained some schools, mostly for the 
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benefit of the future clergy. The cathedral schools 
functioned under the direct supervision of the local 
bishop, were administered by a canon, the schoolmaster 
(magister scholae), and had as their function the 
instruction of future priests. The monacal schools had 
generally two purposes: to instruct the novices of the 
Order, and to provide some education to the public. The 
first record of a school in Portugal is from 1072 in 
reference to the cathedral school of Braga, and the oldest 
reference to a teacher is from 1088, in a document which 
mentions a certain Pedro Gramatico. A personal friend of 
D. Afonso Henriques was a famous teacher, Joao Peculiar, 
who taught at the cathedral school of Coimbra, and later, 
in 1131, founded the monastery of Santa Cruz of that city, 
where a famous school was to flourish (Marques, 1976, pp. 
100-101, Saraiva, 1979, p. 108). The monastery of Alcobaga 
was the first to institute an "aula publica" (public 
class). Besides these cathedral and monacal schools, there 
was a tenuous network of parish schools, where the local 
priests instructed local youths in the rudiments of 
knowledge. We can assume, however, that the education 
provided by these parish schools must have been very poor, 
given the generalized state of ignorance of the secular 
clergy (Costa, 1900, pp. 10-11). The synagogues cannot be 
omitted as centers of learning, since the Jewish population 
was quite numerous, and a great number of the kings 
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personal aides were instructed there (Saraiva, 1979, p. 
109) . 
The subjects taught in most schools comprehended two 
areas: the trivium (grammar, that is the reading and 
wr-^-*-n<? °f Latin, rhetoric, and dialectic, or logic) , the 
quadrivium (arithmetic, geometry, music, and astronomy), 
and, of course, any other field of study related to 
religion. Through this program of studies passed all the 
great minds of Portuguese medieval times, men like St. 
Anthony of Lisbon, and Pedro Hispano, later Pope John XXI. 
Born in Lisbon, around 1190, the future saint of the 
Catholic Church, was the son of Antonio Martins de 
Bulhoes, and of D. Tareja, or Maria, Taveira, and received 
the name of Fernando at his baptism. After studying in the 
cathedral school of Lisbon, Fernando entered the 
Augustinian monastery of St. Vincent-Outside-the-Walls in 
1209, where he continued his studies. In 1210, or 1211, he 
transferred to the famous school at the monastery of Santa 
Cruz in the city of Coimbra, where he stayed for eight or 
nine years until the completion of his program of studies. 
Some of his teachers were Portuguese, like Masters Joao 
and Raimundo, but others were French, like Magister 
Parisius, so called because he was a licentiate of the 
University of Paris. In 1220 he joined the Franciscan 
order, took the name of Anthony, and left his country for 
211 
missionary work in Morocco. A famous teacher, preacher, 
and theologian, St. Anthony worked in North Africa, France, 
Italy, met St. Francis, earned a fulgent reputation, 
one year after his death, which occurred in 1231, was 
proclaimed a saint, and finally, in 1946, was declared by 
Pope Pius XII, in the Apostolic letter "Exulta Lusitania 
felix," a Doctor of the Church (Rema (1987) pp. xv-xxxiii, 
Saraiva, 1979, pp. 105-106). 
Pedro Juliao, or Hispano, was born in Lisbon between 
1210 and 1220. His father was a medical doctor, quite 
probably of Jewish ancestry. After attending schools in 
Portugal, probably in Lisbon and Coimbra, and having 
become well versed in the scientific knowledge of the 
Arabs, Pedro Hispano continued his studies at the Univer¬ 
sity of Paris, where he received his licentiate in 1240. 
Traveling to Italy, we find him teaching medicine, the 
family art, at the University of Siena. Pope Gregory X 
named Pedro Hispano as his personal physician in 1272, made 
him Archbishop of Braga and Cardinal-Bishop of Tusculum, 
Italy, in 1273. On September 8, 1276, Pedro Hispano is 
elected Pope and chose the name of John XXI. During his 
short reign (he died in 1277, victimized by the collapse of 
the ceiling of the papal palace of Viterbo), he tried to 
establish better relations between the Roman and the 
Eastern Churches. Pedro Hispano was "one of the most 
scholarly pontiffs in papal history." His books made him 
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famous the world over, and were used as textbooks for many 
centuries. He wrote a psychological treatise "De Anima" 
(On the Soul), medical studies, such as, "Liber de Oculo" 
(Concerning the Eye), and "Tesaurus Pauperum" (Treasure of 
the Poor), which was an attempt to bring medical knowledge 
to the common people, and his most famous work, "Summulae 
Logicales" (Small Logical Sums) (Afonso, cl970, pp. 119- 
120, Saraiva, 1979, p. 106). 
The educational journeys of St. Anthony and Pedro 
Hispano define the prototype of schooling for the Portu¬ 
guese scholar: first, the cathedral school, followed by one 
of the famous monacal schools, like Santa Cruz or Alcobaga, 
and finalized by higher education at one of central Euro- 
* 
pe's universities, especially Paris and Bologna. King 
Sancho I, the son and heir of D. Afonso Henriques, estab¬ 
lished a scholarship fund of four hundred gold maravedis, 
which he placed at the discretion of the school of Santa 
Cruz. The school was to use the funds to send some of its 
best students to the University of Paris, so that they 
could earn their teaching licentiate (Licentia Docendi), 
and return as teachers to their alma mater (Costa, 1900, 
p. 16, Saraiva, 1979, p. 109). 
Besides the cathedral and monacal schools, young 
people could acquire an education through more private 
means: wherever a learned man established himself, 
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students would immediately join him, and a school would be 
born. The sons of the mercantile class (and in Portugal 
this was of increasing importance, given the maritime 
traditions of its people, the commercial ties with other 
countries, especially Flanders, whose rulers were linked by 
familial bonds to the nascent royal house of Portugal) were 
eager to receive the best education available, and this 
factor must have fostered the establishment of formal, and 
not so formal, centers of instruction, especially in urban 
communities. From these schools, functioning outside the 
church walls, private colleges would originate. The oldest 
documented record of the existence of one of these secular 
schools, refers to the College of Saints Paul, Eloi, and 
Clement, founded in 1291, near the hospital of the same 
name (Afonso, cl970, p. 116). 
Marques (1976) relates another form of secular 
education: 
Much more important than the "official" 
culture ... was the one that nobles, clerics, 
and even commoners obtained elsewhere. Learned 
tutors were present in every manorial house, 
often imported from abroad. Learned priests 
and friars were daily companions of most courts, 
both lay and ecclesiastical. It is well known 
that the royal court, at least after Sancho I 
(1185-1211), welcomed minstrels who toured the 
country, or came from abroad, and were an intense 
focus of culture, especially poetry and music 
(p. 101). 
This minstrel, or troubadour culture had true peninsular 
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origins. The Moors and Jews of Muslim Spain were outstand¬ 
ing poets, and a form of court poetry achieved a great 
level of development and was widely diffused. From Muslim 
Spain, this genre traveled probably to southern France, and 
to the rest of Iberia. Portugal inherited this tradition 
and developed "a poetic expression ... extremely original 
and ... a typical Portuguese form of literature" (Marques, 
1976, p. 101). This typically Portuguese form of poetry is 
especially represented in the cantiaas de amigo, or love 
songs where the poet speaks through the voice of a young 
woman addressing her lover. The beauty, the freshness, the 
naturality and spontaneity, the depth of emotion, the 
communion with nature, are quite unique and they have no 
parallel in the medieval literatures of Christian Europe. 
These cantigas de amigo place the girl in the routines of 
her daily life: we may find her doing her house chores, or 
at the coast, asking the sea for news of her beloved; or 
seated on a rock by the sea, thinking and waiting for her 
lover, while the tide slowly rises and encircles the girl; 
when she finally realizes the danger and the impossibility 
of rescue, she awaits death with resignation, while her 
thoughts transport her to her lover, somewhere far away 
fighting the Moors; other times we find her with her 
friends dancing and frolicking on their way to a romaria 
(religious feast); in other cantigas, the girl asks 
nature, the tall and beautiful pine-trees, for news of her 
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lover; in others, she goes with her friends to the margins 
of a lake in the hope of seeing her friend (amigo), who is 
hunting pheasants with bow and arrows. It is undeniable 
that these cantigas de amigo are rooted in the poetry of 
the Jews and Arabs of Spain. These poets introduced in the 
tenth century a form of poem, the caria. written in the 
mozarabic language. These carjas were poems where the poet 
spoke through the voice of a woman. In Portugal, these 
cantigas had popular roots, which were later adopted by the 
nobility. 
Through Provence, the Portuguese received another 
modality; the cantiqa de amor, or love song. The first 
known song is traditionally attributed to Paio Soares de 
Taveiroz, born in 1141, at the beginning of the reign of 
Afonso Henriques. His song, "cantiga da guarvaya" (song of 
the red cape), is dated from 1189. 
Poets were noblemen, clerics, commoners, and kings, 
like D. Sancho I, son of the founder of the monarchy, and 
the great D. Dinis. The culture of the troubadours was 
oral. Minstrels sang their songs in the village square, in 
the grand hall of the manorial castle, at the king's court. 
Through these songs, an appreciation of beauty, of love, of 
nature, of chivalrous duty was constantly being transmit¬ 
ted, assimilated, and transformed by the feelings and 
experiences of the common people. 
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The efforts and policies of King Afonso Henriques to 
establish a permanent, stable kingdom, and to extend its 
territorial boundaries as far as geographical and political 
considerations would allow, culminated with the reign of 
his descendant, King Afonso III. The last of the Afonsos 
of the first dynasty, Afonso III was, in some ways, differ¬ 
ent from his predecessors. A younger son of King Afonso 
II, Prince Afonso was not meant for the throne. He had 
traveled extensively and lived for many years in Europe, 
where he had married Mathilde, countess of Boulogne, a 
French woman of noble birth. He acceded the throne as a 
result of the political crisis which engulfed Portugal 
during the reign of his brother, and brought the country 
into a state of anarchy. 
King Afonso III, who had ascended to the throne 
supported by the population of Lisbon, continued the 
policies of his father, gave the common people a place at 
the cortes, (legislative assemblies convened by the king 
from time to time), and finalized the conquest of the Al- 
Gharb, or Algarve, around 1250 (Marques, 1976, p. 120). 
King Afonso Ill's long, stable, and peaceful reign 
prepared the way for a new phase of national development. 
The cultural horizons of Afonso III were wider than those 
of his predecessors. He was familiar with the courts of 
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France, and with the increasing role and importance of 
education in national life. He knew that a successful king 
could no longer keep a kingdom with a sword, as his grand¬ 
parents had done, and he endowed his heir, Prince Dinis 
with the benefits and power of an education, the best that 
the times could provide. It served the future king and the 
country quite well. 
D. Dinis, the poet-king and the King-farmer, as he is 
known in history, represents the apogee of the Portuguese 
Middle Ages. A man of great talents and many weaknesses, 
his policies and political vision forever marked the voca¬ 
tion of the Portuguese people. A great poet, the lyricism 
expressed in his numerous verses touch still a sensitive 
chord in our souls, and some of them have become part of 
the standard repertoire of the nations's popular culture. 
The strength of his character and personal will were the 
great instruments of his vision for Portugal: a strong 
country, a prosperous nation, a learned people. He built 
and rebuilt the country's fortifications; he promoted 
trade, and made of Lisbon an international city; he 
promoted, protected, and systematized the traditional 
connection of the peoples of Portugal with the sea, by 
calling the Genoese admiral Pessagna to organize the sea¬ 
going and coastal fleets; he provided for the development 
of agriculture, and stemmed the encroachment of the sea on 
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the land with the plantation of the pine tree forests of 
Leiria and Azambuja, thereby preparing the raw materials 
for the expansion of the fleet; he established Portuguese 
as the official language of the nation; he aligned 
Portugal with the cultural centers of Europe with the 
foundation of the University; he defined his independence 
from the hierarchy of the Church through measures, such as 
the legal recognition of common-law marriage, and the 
confiscation of the properties of the Military Order of the 
Temple to form another order, the Order of Christ, aligned 
with the Crown. His contributions to the cultural and 
educational development of the nation are, therefore, of 
the first magnitude (Marques, 1976, pp. 121-122, Saraiva, 
1979, pp. 93-94). 
The Xlllth century saw the establishment in Christian 
Europe of learning centers opened to all and anyone who 
wished to pursue a course of studies. Education, thus, 
became secular again. These centers of learning were 
called Generale Studium (General Studies), or universities, 
and the latter name defines clearly the real purpose and 
nature of the school. For the word university comes from 
universitas, which means assemblage, totality, or 
globality. The Church of Rome called these new schools, 
universitas scolarum et maaistrorum, that is, an assembly 
of students and teachers. Its purpose was the pursuit of 
knowledge with as much freedom and independence as the 
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tolerance of the times would permit. The proliferation of 
these schools erupted in Europe with great intensity: in 
1215, the Church recognized the university of Paris, in 
1229, the school in Toulouse and Bologna, Valencia in 1214- 
1216, and Salamanca in 1230 (Saraiva, 1979, p. 109). All 
of these universities traced their beginnings to the 
cathedral or monastical schools, and they represented a 
forward development in Europe: the emancipation of learn¬ 
ing from its strict and asphyxiating identification with 
religion. 
On November 12, 1288, twenty seven abbots, priors, and 
rectors of the major religious and cultural institutions of 
the country, assembled in the town of Montemor-o-Novo.6 
On the twenty second day, they decided to petition Rome 
for the papal confirmation of an university, whose founda¬ 
tion had already been agreed to by the king. In the letter 
to the Pope, they state that a country is defended not only 
by the strength of their arms, but also and especially by 
good laws and sound government. They also said that, since 
"the world is illuminated by science," and since many 
• 
students cannot pursue their studies, due to the difficul¬ 
ties inherent in studying in a foreign university, they 
petitioned the Pope for authorization to establish a Estudo 
Geral de Ciencias (General Study of Sciences) in Lisbon 
(Gomes, 1988, p. 61). D. Dinis did not wait for the papal 
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authorization, and in 1289 established the Generale Studium 
in Lisbon. On August 9 of the following year, Pope 
Nicholas IV sent from Orvieto the bull De Statu Regni Por- 
tugaliae, addressed to the "beloved sons of the University 
of the Masters and students of Lisbon," approving and 
confirming the university in Lisbon, granting it privi¬ 
leges, and concurring with the funding and sustenance of 
the university by the religious orders. In 1307, King 
Dinis transferred the university to Coimbra, and on 
February 15 of the same year, gave it its first statutes. 
Later, in 1309, by royal charter, the king granted the 
school true corporation status, giving it autonomy and 
special privileges, including the right of students to 
elect their own chancellors (Marques, 1976, p. 100, 
Saraiva, 1979, p. 109, Afonso, cl970, p. 117, Costa, 1900, 
pp. 32-33). 
The transfer of the university between Lisbon and 
Coimbra is going to occur quite often, until King John III, 
in the middle of the XVIth century, established the 
university definitively in Coimbra. The first (1307) and 
the second (1354) transfers were mainly due to town-gown 
disputes: the population of Lisbon had no appreciation for 
the jovial and unrestrained spirits of the young scholars. 
We can also infer from this situation that the number of 
students must have been significant. King Fernando I 
effected the third transfer of the university back to 
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Lisbon in 1377, and gave as his major reason the difficulty 
of contracting foreign masters for a university situated 
outside Lisbon (Saraiva, 1979, p. 111). 
All the major medieval sciences, with the exception of 
theology, were taught at the university: Arts (grammar and 
dialectic), Canonical and Civil Law, and Medicine. Theol¬ 
ogy continued to be taught in the monastical schools until 
a century later, when it was finally incorporated in the 
program of studies of the university (Afonso, cl970, p. 
117) . The social and political influences of the univer¬ 
sity were varied, but they still lack a comprehensive 
study. Saraiva (1979), points to the growing importance of 
lawyers in the political life of the nation, a true gown- 
aristocracy, whose members came generally from the 
burgeoning mercantile and mechanical classes. These saw 
education as a way to social upward mobility. When King 
Pedro I, a stereotypical medieval prince, frequently 
oscillating between brilliance and madness, and obsessed 
with the execution of justice, prohibited the exercise of 
advocacy, under the penalty of death, reasoning that 
lawyers unnecessarily delayed the administration of 
justice, the representatives of the people protested in the 
cortes of 1361. They claimed that people studied motivated 
by the expectation of future benefits (Saraiva, 1979, p 
110) . The actions and logical thinking of lawyers were 
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also at the roots of most of the popular rebellions of the 
period. Taught in Roman law, they strove for an alliance 
with the Crown against the privileges of the nobility and 
of the mitred clergy. The concept of the alliance between 
the king and the people was indeed traditional in the 
Portuguese monarchy of the first dynasty. The cortes of 
Coimbra of 1211, enacted legislation whose purpose was to 
protect the popular classes from the prepotencies of the 
nobles. The king saw also himself as the supreme agent of 
this duty, as can be seen in the preamble to one piece of 
legislation: "Because it pertains to us to benefit the 
powerless, and to defend them against the powerful..." 
(Saraiva, 1979, p. 83)7. In the cortes of 1352, convened 
to resolve manpower problems resulting from the devastation 
of the Black Death, the representatives of the people 
agreed to the law stipulating mandatory work for all young 
men, but recommended to the king that he must ensure that 
"equal treatment be given to the young men and to the 
workers of the people, so that the poor and the rich may 
be treated with equality..." (Saraiva, 1979, p. 88)®* 
Referring to the most famous revolution of the period. 
Prince Pedro states in 1443 that the university produced 
many scholars who "rendered (King John I, his father) great 
services, with their clear knowledge and with their 
capacity to illuminate the dark thinking of many" (Saraiva, 
1979, p. 112)9. In Saraiva's (1979) words, D. Pedro also 
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thought that the enemies of freedom were the enemies of 
education (p.112)10* 
The foundation of the university and its popularity 
must have contributed to the development and expansion of 
secondary education. The existence of the university, 
however, was not easy, and the crisis of a social, 
political, and economic nature which engulfed the Europe 
of the XIVth century had a great and negative impact on the 
quality of education in Portugal. The Black Death, which, 
by some estimates, decimated one third of the population, 
created problems of manpower, production, and inflation 
difficult to resolve. The descendants of D. Dinis tried, 
with greater or lesser success, to address and to solve 
these issues, but they were unable to prevent the deteri¬ 
oration of culture and education in the land. The terror 
of death, experienced on a scale never seen before, 
thrusted people into religious devotion and mystical cults, 
with the result that the secular arts were neglected. As 
Marques (1976) explains: 
Teaching also was affected by the cultural 
decline of that period. The example of the 
university is clear. Its difficulties increased, 
including its economic problems. After the 
1340's the number of foreign teachers increased 
but there is little continuity or efficiency. 
Salaries paid to local teachers became smaller. 
Many students preferred to go abroad, which does 
notYspeak well for the quality of the teaching. 
( .By 1377 Fernando I decided to create a ne 
university and to transfer it to Lisbon once 
more. There is no evidence, however, that 
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conditions improved in the new university. 
. During the fifteenth century the University had 
little influence and impact on the cultural life 
of the country (pp. 117-118). 
The Portuguese university was, indeed, practically a by¬ 
stander during the splendorous period of the discoveries, 
and the majority of the cultural achievements of the nation 
occurred outside its walls. 
The death of King Fernando I in 1383 who left no male 
heir, precipitated a series of events that were to change 
the social and political structure of the nation. This 
dynastic crisis led to a war with Castile, which resulted 
in the victory of Portuguese arms. When the dust of battle 
had settled, a new social order was in place: there was a 
new king, a new aristocracy, a powerful bourgeoisie, and a 
new and glorious age had started in Portugal. 
Princes of the Renaissance 
and the renaissance of Portugal 
The dynasty founded by John I and Philippa of 
Lancaster was to lead Portugal during the most glorious 
period of its existence, and their direct progeny passed 
into the annals of history as the "illustrious generation." 
i 
King John I and his Queen Philippa of Lancaster, after 
their accession to the throne, set upon the rebuilding of a 
nation ravished by war, and with a large segment of its 
social and political leadership exiled in Castile. They 
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gave to their reign the style of an enterprising spirit, a 
can-do attitude, a belief that Portugal and the Portuguese 
would finally realize their destiny. The royal couple saw 
itself as the national paradigm in all matters, and cer¬ 
tainly in the cultural and educational areas. Queen 
Philippa has justly been considered as one of the leading 
promoters of education of her day. She probably founded a 
school at court (Recolhimento do Castelo) to educate the 
orphan daughters of the knights of the military orders, and 
she called to Portugal some English nuns to assist the 
existing teachers at that school (Costa, 1900, p. 321). 
She directed and supervised, quite certainly, the education 
of her "illustrious generation," who shone in the Portu¬ 
guese quattrocento as some of its most innovative, enlight¬ 
ened, cultivated, and enterprising figures. 
King John I was a writer of merit, and a keen observer 
of nature. His book, Livro da Montaria (a treatise on the 
hunt of the wild boar), is filled with vivid descriptions 
of his observation of natural phenomena, quite character¬ 
istic of the scientific method of later days. His son and 
heir, D. Duarte, wrote two of the most original and didac¬ 
tic books of the period. In the Ensinanca De Bern Cavalqar 
Toda A Sela (a discourse on equitation) , D. Duarte wrote 
not only about the technical aspects of horseback riding, 
but especially on the need to live a healthy and active 
life, and decried the lassitude which characterized the 
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daily lives of the new nobles. For him, the arts of 
equitation and hunting required the development of a 
disciplined (and moral) body and mind. In his other work, 
L^al Conselheiro (The Loyal Advisor), D. Duarte lectured 
the nobility on the principles, norms, and models of proper 
moral behavior. He used scenes from his personal life to 
exemplify some points of reasoning, and his introspective 
analysis of the different forms of sorrow announced the 
phenomenological method. His brother, Prince Pedro, a man 
who traveled through "the seven parts of the world," wrote 
the Virtuosa Benfeitoria (The Virtuous Benefit), an essay 
on social and political organization, as related to the 
feudal society of the day. His purpose was to bring human 
beings into a more moral and ordered social state. He 
conceptualized the world as a pyramid having God at its 
pinnacle and the irrational beings at its base. The 
benefit was the reward given by superior to inferior beings 
for services rendered. The power of the king was, thus, 
derived from God through the cooperation of the people: 
imperium a Deo per homines. and service was considered the 
keystone of all human relationships. D. Pedro translated, 
or caused to be translated, the De Officiis of Cicero. 
King John I established a library, increased by his son, D. 
Duarte, and so augmented by his grandson, King Afonso V, 
that it earned the reputation of being one of the best in 
Europe (Saraiva and Lopes, cl970, pp. 111-116, Afonso, 
C1970, p. 237). 
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The university received also great benefits from the 
King John I and from his direct descendants. The king's 
friend and major supporter, Dr. Joao das Regras, was named 
rector of the Generale Studium, and Prince Henry, later 
called the Navigator, was designated as its protector. 
In 1431, the university was granted a new statute, which 
had been developed by the corporation itself, the curricula 
was reorganized and expanded, and permanent buildings were 
assigned for its use. King Afonso V, tried, albeit 
unsuccessfully, to establish, by royal charter, another 
university in Coimbra. The opening sentences of the 
document expressed quite well the impor-tance of education 
for the princes of Avis: 
Dom Afonso, etc. To all who will read this 
letter, we make known that, being our belief that 
science and knowledge are such virtuous talents 
that nothing else merits comparison, and that in 
many kingdoms there are many studies of many 
sciences which render services to God, and great 
benefit to the common good ... (in Costa, 1900, 
p. 53)11. 
The intent to create a second university had already been 
shown by former kings, like Fernando I. All of these 
tentatives were frustrated. Only later, with the creation 
of the university of Evora did intellectual competition 
occur in Portugal. King Manuel I reformed the university 
once again (1500-1504), expanded the curricula with the 
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introduction of new courses, such as Astronomy, increased 
the salary of teachers, but reduced the autonomy of the 
corporation. The rector ceased to be elected by the 
student body, but by the representatives of the faculty, 
and all appointments were subject to royal confirmation 
(Afonso, C1970, pp. 257-258). 
The most famous member of this family of learned 
princes, medieval as they were in many ways, but early 
heralds in Portugal of the culture of the Renaissance, was 
Prince Henry, Duke of Viseu, governor-general of Ceuta and 
of the Algarve, and Master of the Order of Christ. The 
leader of the expansionist party, he fought tenaciously for 
the establishment of Portugal's empire overseas, first in 
Morocco, later in the Atlantic archipelagos, and finally 
through the reconnaissance of the African coastal lands, on 
the way to the Orient. Whether or not he founded a 
nautical school, the fact remains that his house became an 
important center of learning, where the great scientists of 
the day discussed and plan new maritime expeditions, new 
scientific discoveries, and the employment and development 
of new technologies. Marques (1976) describes him in the 
following manner: 
He gathered around him a few scholars, in 
addition to Jewish doctors and Italian experts on 
trade. As a typical prince of the late Middle 
Ages and early Renaissance, he welcomed 
foreigners, listened to them, and displayed his 
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generosity in gifts and awards. A scholar and a 
scientist himself (for he was learned and 
talented), he seems also to have been a model 
lord, always surrounded by faithful clients and 
praised by them. Late in his life, the 
interesting and unexpected results of the 
discoveries probably developed and stimulated his 
desire for a greater knowledge and more precise 
achievements (p. 143). 
After the occupation of the archipelagos of Madeira 
and of the Azores, Prince Henry sent his ships to explore 
the coasts of the Northwest of Africa. Soon, however, they 
were faced with an overwhelming obstacle, born not of 
technological inadequacies, nor of insufficient financial 
or human support. The Portuguese mariners were faced with 
the accepted end of the world, with the abyss, the void, 
the terror inculcated by unknown fears in the depth of 
their hearts. 
Thrusting the rocky land into the sea, Cape Bojador 
seemed to confirm that beyond its long shadow there was no 
more habitable land, only the Sea of Darkness, where 
monsters reigned, and man could not survive. The thunder 
of the waves crashing into the rocks, the whining of the 
winds, and the dense fogs that populated the horizon with 
phantasmagoric shadows, struck terror into the hearts of 
medieval sailors. Prince Henry, however, a man of science 
and a willful leader, needed to go beyond. He chose Gil 
Eanes, an equerry of his house, and a man of courage. Gil 
Eanes and his sailors pointed the prow of their tiny 
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caravela into the open ocean and sailed south. They sailed 
not against the wind, nor against the waves, but against 
the fears bred by a thousand years of superstition. The 
medieval story says that fifteen times they approached the 
cape, and fifteen times they turned back. But the command 
of the prince prevailed over their terrors, and in 1434 
they sailed past the great cape and into a new land. Gil 
Eanes touched land, and as proof of his daring feat, he 
took with him some wild roses and gave them the prince 
(Saraiva, 1979, pp. 134-135, Marques, 1976, p. 149). 
From a cultural perspective, the voyage of Gil Eanes 
is more important than all of the subsequent travels of 
Dias, Cabral, or Gama. The passing of cape Bojador was the 
symbolic severance of the umbilical chord that connected 
human beings to the supernatural and fantastic world of the 
Middle Ages. The terror of the abyss, and of the unknown 
was conquered forever. Only problems remained, problems 
that could be solved by human ingenuity? the call to go on 
was no longer conditioned by the terror of nothingness, but 
by the vagaries of the human will. The voyage of Gil Eanes 
is a fitting symbol of the revolution that humanism brought 
into Europe. Born in Italy, the humanistic movement spread 
throughout the European countries, and changed forever the 
intellectual map of Europe. Medieval thought was centered 
on the idea of God. God the Creator was also God the stage 
manager of worldly life. Human beings existed inserted in 
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Creation, and, like everything else which surrounded them, 
their lives were a function of God's will, judgment, and 
munificence. This theocentrism implied an understanding of 
t 
humanity based almost exclusively on the knowledge of God. 
The centralization of educational life within the church 
during medieval times, reinforced also this intellectual 
culture. The secularization of learning which came about 
with the appearance of the first universities, opened, 
however, new possibilities for scholars. The scope of 
their freedom widened considerably, and the opportunity to 
investigate other sources of knowledge was significantly 
increased. 
The language of the humanist was Latin, and this fact 
together with the horacian notion of the "odi profanum 
vulgus," was at the origin of the cultural dichotomy which 
ensued between the people and the well-educated elite. 
This was a radical departure from medieval culture which 
could be easily understood by all, since it was expressed 
in the vernacular. The culture of the humanists was only 
available to the initiated, to the minority that had been 
educated in accordance with the new norms. Besides this 
culture in Latin, the humanists also used and developed the 
national languages. Language, however, in the hands of the 
humanist, was not to be used as it existed in the popular 
tradition; it had to be reinvented in accordance with the 
Latin canon. 
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The humanistic movement paved the way for the 
Renaissance. The great and absolute truths of medieval 
times were soon forgotten. The humanistic intellectual 
standard was the human being and the world, both of them in 
perpetual change. The discoveries of the new worlds 
brought about by the Portuguese mariners, and all others 
that followed, as well as by the scientific advances of 
Galileo, Copernicus, and others, contradicted and 
demolished the seemingly immutable knowledge inherited from 
medieval times. Scepticism, and the notion of relativity, 
pervaded the thought processes of the Renaissance man and 
woman. The greatest philosopher of the period was the 
Portuguese scholar Francisco Sanches. In his major work 
Tractatus de multu nobili et prima universali scientia quod 
nihil scitur (A treatise on the very noble and most 
universal science of nescience), published in 1581, he 
expounds and systematizes the notions of scepticism and 
relativity, thus paving the way for cartesianism. 
The great ideals of the Renaissance were to endure 
forever. The love of nature, the pleasure of observation, 
the ideal of a well-rounded education, and above all the 
rehabilitation of the human being as the inheritor and 
steward of Creation, continue to be the norm. To be a 
Renaissance man, or a Renaissance woman, remains still the 
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ultimate accolade, and defines not just a learned spirit, 
but an ever learning mind. 
The voyage of Gil Eanes was the voyage of the 
humanist. It was the encounter of each human being with 
himself or herself. It was the resumption of the dialogue 
between humanity and the world. It was the discovery of 
the freedom which one receives from being able to think 
one's own thoughts, and from acting freely those thoughts 
upon the world. All cape Bojadores are but the illusion, 
of human incapacity, so often real for believed. The 
voyage of Gil Eanes restored the primacy of will over 
thought without context. 
Once the cape was overcome, Prince Henry sent his 
sailors ever south, in search of the Orient. The heir to 
his national project was his grand-nephew. King John II, 
the Perfect Prince, a true Renaissance man. He made of the 
discoveries the national policy, giving them a systematic 
plan, and backing the expeditions with the resources of the 
state. He surrounded himself with humanists, and founded 
the Academia dos Homens de Letras (Academy of the Men of 
Letters), composed by the leading mathematicians of the 
day, with the purpose to study, improve, and simplify 
nautical technology (Costa, 1900, p. 59). 
The example of the court of Avis stimulated a 
tremendous interest in education. Portuguese students 
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attended the local and the major universities of Europe. 
The university of Paris continued to be the school of 
preference, but others were also chosen, as is the case 
of Salamanca where, during the first half of the XVIth 
century, some eight hundred Portuguese students had been 
in attendance. Italian teachers were contracted to teach 
the scions of the nobility, and the king himself. Famous 
humanists, like Matteo Pisano and Stefano of Naples, came 
to tutor the young King Afonso V in the 1430s and 1440s, 
and others, such as the illustrious Cataldo Aquila Siculus, 
arrived later as a preceptor to Prince Jorge, an illegiti¬ 
mate son of King John II. The influence of the humanists 
was of paramount importance, and their teaching efforts 
laid the foundation for the eruption of the Portuguese 
creative genius in the XVIth century. 
King John III deserves recognition for the development 
and implementation of an educational policy for Portugal, 
which was a valiant, intelligent, and forward looking 
effort. Unfortunately, he also deserves the unflattering 
recognition of being the first one to try to destroy it. 
Many of the policies that he brought to completion in the 
first half of his reign, had been initiated by previous 
monarches, but it was John III, however, who pursued them 
systematically. The need to prepare competent teachers, 
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had been a priority for those kings who had concerned 
themselves with the welfare of the schools. King Manuel I 
had tried unsuccessfully to purchase the famous College de 
Sainte Barbe (College of Saint Barbara) in Paris. This 
college was administered for thirty seven years (1520-1557) 
by three famous rectors, all of them Portuguese, and all 
belonging to the same family. Diogo Gouveia, the Elder, 
after leaving the rectorship of Saint Barbara, was elected 
rector of the University of Paris; Andre de Gouveia, his 
nephew, perhaps the most famous of all, earned a well 
deserved international reputation, having received from 
Montaigne the accolade of being "le plus grand principal 
de France." In 1534 he moved to Bordeaux to assume the 
rectorship of the College de Guyenne. He stayed there for 
thirteen years, and during his tenure the school was 
considered as the best preparatory school in France. In 
1527, King John III established fifty scholarships at the 
college for Portuguese students. With this royal patron¬ 
age, the College became, for all practical purposes, a 
Portuguese school in Paris (Marques, 1976, p. 195, Afonso, 
C1970, p. 243). 
In 1537, King John III reorganized the Portuguese 
university. This reorganization was so thorough, that it 
amounted to the extinction of the old school in Lisbon, and 
to the creation of a new school in Coimbra. He installed 
the university in the royal palace of the Alcagova (still 
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its administrative center); he contracted famous professors 
from Salamanca, Paris, and Italy, as well as Portuguese 
masters, like the famous mathematician, Pedro Nunes; he 
increased the endowment and the salaries of the teachers, 
and gave the school new by-laws. In this matter, the king 
followed the policy of his father, King Manuel. Under the 
new statutes, the appointment of rectors would be the pre¬ 
rogative of the king. To ensure greater cultural central¬ 
ization, the king promulgated in 1541 a law prohibiting 
Portuguese students from acquiring degrees in foreign 
schools. All of these policies and patronage were signif¬ 
icant factors for the great international reputation that 
the school earned in the following twenty years (Marques, 
1976, pp. 195-196, Afonso, cl970, pp. 259-260, Costa, 1900, 
pp. 63-64). 
The reform of the university was accompanied by a true 
revolution in the field of secondary education. For the 
first time, the state instituted secondary schools designed 
to prepare students for studies at the university level. 
In 1547, King John III founded the Colegio Real (Royal 
College), also known as the Colegio das Artes e Humanidades 
(College of the Arts and Humanities), "the most famous 
humanistic college in Portugal (Marques, 1976, p. 195). 
The inspiration was provided by King Frangois I of France, 
who, in 1530, had created the College Royal in Paris. 
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Andre de Gouveia, then in Bordeaux, was called to Portugal 
by the king, and given full powers to organize the curri¬ 
cula and to contract a faculty. Returning to France, 
Gouveia assembled a team of ten teachers, of Portuguese, 
Scottish, and French origin. They included the famous 
Scottish humanist George Buchanan, Joao da Costa, Diogo de 
Teive, Nicolau Gruchio, Guilherme Garanteo, and Elias 
Vineto. On February 21, 1548, the school initiated 
formally its activities, but some months later, in June, 
the college lost its famous rector, with the unexpected 
death of Andre de Gouveia. The reputation of the masters, 
however, granted the college immense popularity. According 
to a letter, dated December 14, 1548, sent by Joao da 
Costa to the king, the number of students enrolled was 
close to twelve hundred (cited by Almeida, 1925, p. 637) . 
The Royal College was the most famous of the so-called 
"major" colleges. These institutions offered a program of 
studies of very high level and quality. They rivaled the 
university, and in many ways they functioned like institu¬ 
tes of higher learning. Besides the "major" colleges, the 
king founded also the "minor" colleges. These were typical 
secondary schools. The fields of study were the tradi 
tionally humanistic in scope: rhetoric, poetry, Latin, 
Greek, Hebrew, logic, philosophy, and mathematics (Marques, 
1976, p. 195). 
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The schools maintained by the monastical orders 
continued to improve and multiply. The Dominicans 
established colleges in Lisbon, Coimbra, Evora, and Braga. 
These colleges had a secondary education component, besides 
the program of studies at the university level. They could 
grant the degree of doctor, and they enjoyed a great repu¬ 
tation and popularity. The monastery of Santa Cruz did not 
allow its schools to rest on the renown they had so deser¬ 
vedly acquired. The curriculum was totally reorganized, 
and a monk was dispatched to France to contract teachers at 
any expense. This monk, D.Damiao, writing on October 3, 
1535 to the prior of Santa Cruz, mentioned the teachers 
that he had contracted for the university and schools of 
the monastery, and asked the prior's indulgence for the 
size of the negotiated salaries, adding that, otherwise, 
they would not move to Coimbra (Costa, 1900, p. 66). The 
schools of Santa Cruz achieved a great popularity, and many 
aristocratic families send their sons to be educated there. 
The College of Saint Michael was founded to receive them, 
and another college, All Saints, was created to accommo¬ 
date poor students. The monastery of Saint Francis in 
Santarem had also public classes, with teachers under the 
supervision of a director. The monasteries of St. John the 
Evangelist in Lisbon, Vilar, Braga, Barcelos, and in Porto, 
offered public classes in grammar and moral philosophy. 
The monastery of Alcobaga maintained its public schools, 
which, as we have seen, had been in existence since the 
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XIH century. Several bishoprics financed public schools, 
and in Braga, the archbishop, Prince Henry, funded schools 
and even paid salaries to poor students. The bishop of 
Silves, D. Jeronimo Osorio, founded schools of theology in 
Faro, Louie, and Tavira, opened Latin public schools in 
Lagos and Portimao, and subsidized the studies of poor 
students at the university level (Almeida, 1925, pp. 62 8- 
630) . 
Even though we lack precise documentation, it can be 
inferred from secondary sources that private education 
seemed to have flourished during this time. One of the 
most famous schools was founded by the Flemish scholar and 
humanist Nicolas Cleynaerts, better known by his latinized 
name of Clenardus. Clenardus had been called to Braga by 
Prince Henry, brother of King John III, and the Archbishop 
of Braga at the time. The school founded by Clenardus in 
Braga, named Ludus (the Game), was based on some revolu¬ 
tionary principles, such as the use of persuasion and 
entertaining teaching techniques, rather than corporal 
punishment, as ways to motivate and control students. All 
instruction was conducted in Latin, and his students, which 
according to him numbered more than two hundred, came from 
all walks of life: they included educated people and 
illiterate children, priests and workers, socially 
prominent persons and slaves, white, black, and mulatto, 
parents and children. Clenardus was assisted by three 
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black slaves, who dialogued with him in the erudite Latin 
language. The school did not last a long time (1534-1538), 
but its influence was to endure (Marques, 1976, p. 195). 
During the second and third decades of the XVIth century, 
at least thirty colleges were established in the major 
U1-^an centers, but especially in Coimbra (Afonso, cl970, p. 
260) . 
Public elementary education, however, was not yet 
considered as a citizen's right, or as a duty of the state. 
Most elementary schools were, either private institutions, 
or were supported by charitable organizations. We have 
already seen that Queen Philippa of Lancaster created a 
school for the instruction of orphan daughters of the 
knights of the military orders. Queen Catarina, wife of 
John III, and Regent of the Realm after his death, founded 
schools for the education of orphans, and the Jesuits later 
created a network of such schools. Some municipalities 
paid also the salaries of teachers. Almeida (1925) cites 
the following municipalities who had teachers under 
contract: Evora, Coimbra, Castelo Bom, Guia (Vila Real), 
Beja, Moura, the village of Goullias (vila das Pias), 
Sines, Almodovar, Moxagate, Palmela, and Lisbon 
(p. 626-628). Most of the students were boys; the 
education of girls was mostly a privilege of the upper 
classes, even though some female teachers, and pharmacists 
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were of humble origins. Costa (1900), citing the Summario 
of Christovam Rodrigues de Oliveira, says that in 1551 
there were in Lisbon thirty four elementary schools, seven 
grammar schools, and "two women who teach girls how to 
read" (p. 323). The combination of private, municipal, 
and charitable schools, of private tutors, and most 
certainly of the parish priests who continued to instruct 
the youth of their ecclesiastical jurisdiction in the 
rudiments of education, constituted the basic infra¬ 
structure of elementary education in the country. 
The XVIth century was the great period of Portuguese 
culture. The introduction in Portugal of the printing 
press was a major factor in the diffusion and development 
of humanistic culture throughout the land. There are 
indications that the new and revolutionary invention 
reached Portugal in the middle of the XVth century, even 
though no printing book from that period survived. In 
1481, however, a Jewish printer, Ben Archer, established a 
printing shop in Lisbon, while others were established 
around the same time in Faro and Leiria. These presses 
printed almost exclusively religious works in Hebrew. It 
was not until 1494 that German printers established 
themselves in Portugal and started publishing books in 
Portuguese (Costa, 1900, p. 255, Marques, 1976, p. 200). 
The Portuguese "quinhentos" was the golden era of 
Portuguese letters. Portuguese scholars taught and earned 
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great reputations in the universities of Europe: Diogo de 
Teive, Diogo Gouveia and his nephews in Paris; Aires 
Barbosa in Florence and Salamanca; Damiao de Gois (a 
friend of Erasmus), Andre de Resende, and Diogo de Murga 
(later to be a rector of the university of Coimbra) in 
Louvain; the great cosmographer and mathematician, Pedro 
Nunes (author of the Tratado da Esfera. Treatise on the 
Sphere, and inventor of the nonius), Garcia de Orta (a 
famous physician and naturalist, who wrote an encyclopedia 
of natural history, later translated into many languages), 
Amato Lusitano (or Joao Rodrigues de Castelo Branco, 
considered the greatest physician of the Renaissance), and 
Pedro Margalho (author of treatises on logic and on natural 
philosophy) in Salamanca. In Portugal the list of scholars 
of national and international distinction is quite 
impressive: Antonio Luis, physician and professor in 
Coimbra, and author of De Occultis Proprietatibusf where he 
expounds on the attractive properties of natural elements, 
and universal harmony, thus becoming a precursor of Newton; 
D. Jeronimo Osorio, Bishop of Silves, a political philos¬ 
opher, who inveighed in his writings against machiavel- 
lianism, and asserted that the duty of the prince was to 
serve God and the community; Francisco of Holland, a 
philosopher of art, whose book on painting was translated 
into numerous languages; Frei Heitor Pinto and Frei Amador 
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Arrais, in moral philosophy; Duarte Barbosa and Fernao 
Mendes Pinto in anthropology and ethnography; D. Joao de 
Castro, a great navigator and hydrographer, whose Roteiros 
where used by mariners for many centuries; in history we 
find Rui de Pina, Damiao de Gois, Joao de Barros, among 
many others; Gil Vicente, perhaps our greatest playwright, 
founded the Portuguese theater; Bernardim Ribeiro and 
Garcia de Resende, as poets and writers, helped the 
transition in our letters from the medieval forms of 
expression into humanism and classicism; Sa de Miranda 
introduced the new poetic forms of the Renaissance in 
Portugal; and so many others, like Antonio Ferreira, 
Ferna"o Lopes de Castanheda, Padre Francisco Alvares, 
Antonio Tenreiro, Gaspar Correia, Diogo do Couto, Duarte 
Pacheco Pereira, Antonio Galvao, Pero de Andrade Caminha, 
and above all, the great Luis Vaz de Camoes, prince of 
the poets, and the greatest epic poet of the Renaissance. 
This impressive outburst of cultural creativity, 
coupled with the odyssey of the discoveries, were 
foundation enough for the emergence of Portugal as a nation 
in the forefront of culture, and political influence. As 
Marques (1976) says; 
By attractive gifts of money and other 
regalia, by scholarships to Portuguese students, 
by successive invitations to scholars and artists 
all over Europe, but especially by an intelligent 
policy of cultural development, the Portuguese 
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rulers of the first half of the sixteenth century 
7 ei^her kings or their advisers — were on the 
right track for achieving a complete change in 
the cultural structure of the country, if only 
that policy could have been maintained (p. 200). 
This chapter of our development was, however, to remain 
unfinished. 
Unitas (sed non) Uniformitas 
It is undeniable that religion was always a very 
strong component of the daily existence of the people. The 
church, in her capacity as the principal molder and arbiter 
of human conscience and mores during the first centuries of 
Portugal's independent life, was the single most important 
institution in the development of the national character. 
Moreover, the assistance provided by the bishops and 
knights of the religious military orders during the days 
of the Reconquista was amply rewarded by the monarchical 
rulers with large territorial concessions and other 
material and political endowments. The Reconquista 
required, as we have seen, a unity of purpose hard to 
forge by the political means available at the time. 
Religion provided a great catalyst for the effort. The 
noble and the peasant were imbued by the priest with the 
task of purging their sacred land from the infidel, and in 
the process, if the spoils of war could provide riches, 
they should be considered as the blessing of a contented 
God. In the popular psyche of medieval Portugal, as 
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Saraiva (1979) pointed out and has already been referred 
here, national unity was intimately related to religious 
uniformity. It was, therefore, expected that the van¬ 
quished — the Moors and Arabs of Spain — be thoroughly 
submitted and reduced to a state well below that of the 
victors. And, if at all possible, converted by any means 
to Christianity, so their souls could be saved, even if 
their bodies had to languish. This religious radicalism 
and intolerance was further accentuated and deformed by the 
low educational level of the parish priest, and even of 
many prelates. The doctrine taught to the common church 
attender was a mixture of Christian dogma laced with 
remnants of pagan tradition- and superstition. People lived 
in a world that they could not control, constantly plagued 
by fears and terrors, always at the mercy of devils, 
monsters, blood-sucking creatures, eternally bewildered and 
terrorized by the phantasmagoria of the unknown. Tolerance 
of non-Christian forms of religion was thus viewed as 
another harbinger of evil. The psychological oppression 
under which the common Christian lived could only result in 
the brutal repression of non-Christians. 
The repression of Jews and Moors was one of the 
indirect consequences of royal despotism, which took 
concrete form with the rule of King John II, "The Man as 
Queen Isabella of Castile used to refer to him. Slowly, 
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a socio-political system which had built and promoted the 
development of a nation was being changed profoundly and 
threatened from the inside. Where there was a relative 
equilibrium between the different living forces, there was 
now a lopsided structure, an all-powerful and isolated 
king, an enfeebled nobility, a demoralized and corrupt 
clergy, a populace depleted by the Indian armadas, and with 
a silenced political voice. A systemic imbalance cannot be 
maintained without the assistance of abnormal and external 
pressures, nor can a people be held in subjugation without 
the threat of impending and ever-present fear. Religion 
again, as in the times of the Reconquista, was the 
catalyst, the Jews were presented as the objective to be 
dominated, a popular political measure with the lower 
classes, and the result was the establishment in Portugal 
of the Tribunal of the Inquisition. 
The Inquisition, as an institution designed to protect 
the orthodoxy of the Roman Catholic faith, had existed for 
some centuries, at least since the Xllth century, but it 
was defined as an ecclesiastical tribunal, completely under 
the jurisdiction of the bishops. The tribunal which made 
its appearance in Portugal during the reign of King John 
III was a completely different institution: it existed 
under the control of the crown. It was, as the Marquis of 
Pombal stated, a royal tribunal, "royal by its foundation, 
3L 2 
and royal by its nature" (cited by Azevedo, 1975, p. 64). 
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The figure of King John III is inextricably connected 
to the establishment of the Inquisition in Portugal, and 
the speculation over his motivation and personal character 
have varied considerably. From Herculano's (1975) impla¬ 
cable diatribe which describes the king as ill-educated, 
fanatic, half-imbecile, and incapable of holding the reins 
of government (pp. 169-170), to Ameal's (1974) portrayal of 
King John III as a lucid, balanced, well-educated, and 
highly capable sovereign (p. 273), to a variety of inter¬ 
mediate assessments, the personality of the king, whose 
reign lasted for thirty-six years (1521-1557), and the 
scope of his administrative acts, continue to offer a 
tremendous challenge to anyone who tries to explicate the 
history of the period. For the reign of King John III is 
both the symbol of the administrative foundation of the 
empire, and of the unmaking of Portugal's greatness. The 
apparent paradox, however, was the result not of the king s 
purported fanaticism, nor of his alleged morbid and greedy 
determination to rob the Jews of their lives and wealth, 
not even of his so often flaunted other weaknesses. Rather, 
all the changes undergone by the Portuguese nation are 
rooted on a much more complex web of events. 
The Portuguese society of the XVIth century was no 
longer a balanced system, capable of creating its own 
alternatives and solutions. The combined effects of the 
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royal centralization of power, of the depletion of human 
and economic resources which the enlargement and mainte¬ 
nance of the empire required, and of the growing religious 
piety which started to imbue the royal court during the 
reign of D. Manuel I, fostered the metamorphosis of a 
united, viable, and vibrant nation, into a state defined by 
uniformity, intolerance, and sterility. Indeed, the 
transformation of the Portuguese monarchy from medieval 
paternalism into the Renaissance idea of The Prince, was, 
by definition, unable to develop the unity of the different 
components of the people without a vision of their uniform¬ 
ity. The old motto of Catholicism — unitas sed non uni- 
formitas — was radically turned over: uniformitas was the 
only possible unitas. 
In the mind of King John III, religious piety must 
have meant adherence to a traditional and immutable set of 
beliefs and liturgical practices, it did not mean necessary 
allegiance to the Church as a catholic institution based in 
Rome. The king seemed to view the total implantation of 
the Roman Catholic religion as a condition sine qua non for 
the preservation of a Portugal ruled solely by a king in 
the name and by the grace of God. The divine endowment of 
power made the king a sort of spiritual ruler, who some¬ 
times had to compete and overcome the privileges and 
prerogatives of the traditional ecclesiastical authorities. 
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King John III, however, had been born and reared in 
the pious world of his mother, Queen Maria. Unlike his 
father, he had not experienced any organized challenge to 
royal authority. The power of the king was well estab¬ 
lished, and was a foregone conclusion. This combination of 
piety and absolute power, added to a strong and tenacious 
character did not forebode well for the construction of an 
empire made in many lands, of many peoples, which practiced 
a myriad of religions. The very gualities which made him a 
great administrator —persistence, methodicalness, mastery 
of tasks — prevented the emergence of the creative leader 
needed by the nation. When flexible models were necessary, 
he responded with centralized administrative structures; 
when strength and unity needed to be fostered, he replied 
with policies designed to enforce uniformity. The begin¬ 
ning of his reign, however, seemed to presage a different 
and progressive era. Marques (1976) analyzes the reign of 
King John III in the following manner: 
The long reign of John III (1521-57) 
can be divided in two main periods, with 
differences occurring in the economic 
situation, the religious attitude, the 
cultural policy, and even the psychological 
mood of the sovereign. The tolerant 
Renaissance prince, open to international 
currents of thought, (...) gave way to a 
fanatic, narrow-minded ruler, entirely in 
the hands of the Jesuits and the defenders 
of a strict counter-Reformation policy, 
asserting and condemning the very ones he 
had formerly invited, niggardly cutting back 
funds and subsidies, closing schools and 
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generally isolating himself from any 
external influences. (...) After 1540 
personal reasons may have also influenced 
the king. All of his nine children died 
before the age of nineteen, along with five 
of his brothers and sisters, most of them in 
the late 1530's and early 1540's. Religion, 
to the extremes of fanaticism, offered the 
king and the queen some relief from the 
guilt of tolerance toward heretics, Jews, 
and other "loose" Catholics (p. 215). 
It appears reasonable that the unhappiness which had be¬ 
fallen his family might have enhanced the religious ten¬ 
dencies bred into his character. The chronology of events, 
however, seem to suggest otherwise. The Inquisition had 
been a project of his father, who in 1515 had petitioned 
the pope for its establishment in Portugal. In 1531, King 
John III reinitiates the very involved process of securing 
from the Holy See the institution of the tribunal. Final¬ 
ly, after numerous and severe disagreements with national 
prelates, with the pope, and with the curia, and in spite 
of the strenuous, desperate, and often efficacious efforts 
of the agents of the New Christians in Rome, on May 26, 
1536, Pope Paul III, in the brevis Cum Dilectus, granted 
the king his request. The first auto-de-fe dates from 
September 20, 1540. 
Two of the greatest administrative acts of King John 
III, however, are contemporaneous or posterior to the 
events mentioned above: the reform of the university dates 
from 1537, and the foundation of the Royal College from 
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1547. In 1531, Gil Vicente, the great Portuguese play¬ 
wright feels free to write to the king and narrate his 
intervention in Santarem, where he had condemned the 
attitude and the religious preaching of the local clergy 
after an earthquake which had shaken the city to its 
foundations. In this letter, he states: 
In the towns and cities of the Kingdoms of 
Portugal, mainly Lisbon, if many sins are 
there committed, there is an infinite number 
of alms and pilgrimages, many masses and 
prayers and processions, fasts, disciplines 
and numerous pious works, public and 
private. And if there are some who are 
still foreign to our faith, and if they are 
tolerated, we must imagine that this is 
done, perhaps, with so much holy zeal, that 
God is well served. And it seems a more 
just virtue for the servants of God and 
their preachers to exhort them, and to 
confess them, and to challenge them, rather 
than to scandalize and to persecute them, to 
please the insensible opinion of the rabble 
(cited in Brasil, 1965, p. 196). 
The directness of Gil Vicente's words and the sense of 
security one feels in this letter, seem to suggest that it 
was directed to the king who reformed the university and 
called foreign scholars to his Royal College, than to the 
king who founded the Inquisition with all its barbarities 
and narrow-mindedness. It should also be pointed out that 
this letter was written four years after the tolerant 
attitude of the royal administration toward the Jews had 
started to change (Macedo, 1975, p. LVII). All evidence 
suggests that the Inquisition was established primarily for 
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reasons of state. We have already seen that the major 
kings of Europe were involved in a struggle to enhance 
royal power, even at the cost of papal and church author¬ 
ity, but the revolution unleashed by Luther, Calvin, and 
other reformers was threatening the cohesion and the 
integrity of their nations. The Portuguese case, however, 
was quite different. As Marques (1976) explains: 
Actually, the Inquisition had little to 
do with the Reformation, at least as a real 
motive for its foundation. (...) The 
Inquisition had been established in Portugal 
by kings Manuel and John III who wanted that 
new and fashionable tribunal in order to 
copy the example of Spain and to secure a 
new weapon for royal centralization. Yet 
neither Protestants nor Jews posed any 
serious menace to the religious unity of the 
country. The Protestants were practically 
nonexistent. The Jews had been expelled or 
forced to conversion, and the number of New 
Christians steadily declined because of 
rapid integration or assimilation with the 
"old Christians." In 1542 there were no 
more than 60,000 New Christians, in 1604 
perhaps half that number (p. 287). 
Macedo (1975) points out another reason of state: the 
current of public opinion that wanted a national church, 
and the fact that the Inquisition was "the organism more 
dependent and local to maintain the orthodoxy, which, in 
that period, carried political value" (p. LIX). Viewed 
from these perspectives, the policies of King John III, are 
in complete alignment with those of his contemporaries, 
like Francis I, Henry VIII, and even Charles V. Macedo 
(1975) continues: 
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The institution of the Holy Office, 
requested by Portugal, involves political 
and social forces, diplomatic arrangements 
and confrontations, far beyond the inter¬ 
vention of the king and the Roman hypocrisy 
or the subornation of the agents. It 
belongs to the drama of the repression of 
minorities which was systematically carried 
out by absolutist states in the XVIth and 
XVIIth centuries, when the public opinion 
which supported it had political power, so 
that the evangelical spirit and just reason 
were not able to intervene. (...) From the 
English Catholics to the French Huguenots 
and to the Portuguese New-Christians, 
Spanish Moors or Christians in the Turkish 
empire, the situation was the same (p. 
LXV).l4 
And Marques (1976) adds: 
Consequently the Portuguese Inquisition had 
to find a permanent target in order to 
justify its own existence. (...) The New 
Christians, however, were sufficiently 
numerous to provide a good target. By 
discriminating against them and accusing 
them of Judaism, the Inquisition created a 
true ghetto and kept it alive, instead of 
extinguishing it (p. 287). 
Royal absolutism and the tribunal of the Inquisition 
did not exist without their critics. Scholars tried to put 
moral and political limits on the power of rulers, and 
members of the clergy were often highly critical of the 
Inquisition which had no respect for holy orders nor for 
the Church's hierarchy. The criticism, however, was not 
strong enough to curb the power of the Inquisition, nor to 
delay its rapidly growing power. The first Inquisitor- 
General, Frei Diogo da Silva, formed the first General 
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Council of the Inquisition, which was already in the full 
exercise of their functions by the beginning of the of 1537 
(Almeida, 1925, p. 138). From this beginning, the Inquisi¬ 
tion grew soon considerably. Marques (1976) enumerates the 
various dependencies of the tribunal: 
Its own bureaucracy was the largest in the 
country: besides the inquisitor-general 
there were the General Council of four 
deputies and the four inquisitorial courts 
of Lisbon, Evora, Coimbra, and Goa. Each 
one had its own organization including a 
central office (Mesa), with three inquis¬ 
itors assisted by several deputies, nota¬ 
ries, minor court officials, prosecuting 
attorneys, lawyers, wardens, bailiffs, 
keepers, barbers, doctors, chaplains, 
solicitors, and janitors. In the seaports 
there were also the so-called visitors of 
the ships (visitadores das naus), assisted 
by a scribe, a keeper, and an interpreter, 
in charge of inspecting all entering ships 
and confiscating heretical materials. Each 
important city had its commissioners with 
the authority to arrest, listen to 
accusations, interrogate, and so on (p. 
289) . 
This vast organization, numbering certainly hundreds of 
people, soon infiltrated and took effective control of all 
aspects of social and cultural life. Their jurisdictional 
powers allowed them not only to prosecute individuals, but 
to define the nature and the scope of the long catalog of 
acts and behaviors deemed to be criminal. The most odious 
and pernicious element of the whole affair was the insti 
tution, and indeed sanctification of the duty of denuncia¬ 
tion. The informer became the paradigm of the virtuous 
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Christian, and the corrosion of human solidarity, toler¬ 
ance, and charity effected throughout two long centuries, 
became a permanent feature of the national character 
(Saraiva, 1979, pp. 179-180). In this duty of social 
genocide, the Inquisition was aided by another branch of 
its organizational structure: that of the Familiares. To 
become a Familiar one had to possess some property, and, 
therefore, their greatest number came from the nobility and 
from the bourgeoisie. It became an honor, a convenient and 
profitable one at that, for even though the Familiar served 
without remuneration, he was exempted from the payment of 
taxes and was "subject only to the Inquisition authority" 
(Marques, 1976, p. 289). They were charged with the duty 
to infiltrate all segments of social, political, cultural, 
and economic life, and they were assisted in this task by a 
numerous legion of clients. As Marques (1976) explains: 
(...) they helped the Inquisition every¬ 
where: spying, arresting, denouncing, and 
informing. (...) Spread all over the 
country, the Familiares formed a true 
political group, strongly backing the 
Inquisition in its struggle for power and 
pervading all political, administrative, 
and economic organs at any level. For 
instance, they participated in and 
influenced the decisions taken in the 
cortes and in municipal councils (p. 289). 
The Inquisition had become a state within the state 
(Marques, 1976, p. 288) with all the characteristics of 
totalitarianism, for if the Inquisitor-general was 
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appointed by the king, only the pope had the authority to 
depose him. In an effort to exert a measure of control 
over the monster he had created, King John III and his 
immediate successors nominated close relatives, or 
associates, to the position. In 1539, King John III 
managed to replace Frei Diogo da Silva with his brother, 
Cardinal Henry as Inquisitor-general, who remained in the 
position as regent (1562-68), and as king (1578-1580). His 
successor, Philip II of Spain, I of Portugal, appointed 
Cardinal Albrecht, who was also the governor of Portugal 
(1586-1596). He was followed by viceroy Pedro de Castilho, 
Bishop of Leiria, (1605-1615), and only after that was the 
Inquisition on its own (Marques, 1976, p. 288). For more 
than a three-quarter-century, the Inquisition practically 
ruled Portugal, and the ubiquitous tentacles of its organi¬ 
zational branches transformed it into a police-state, where 
everybody was imbued with the duty to denounce, and lived 
in constant fear of being denounced. A wall of fear had 
fallen over the Pyranees, and fear was the ultimate dehu- 
manizer. The Inquisition had, however, a statutory power 
which the others never had: the power to judge. Martins 
(1972) explains: 
It is not the cruelty that condemns the 
Inquisition (...) It made the use of 
perfidious means for frontally attacking 
humanity, family, character, and virtue, 
systematically and constitutional: 
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triturating man in all that is noble in his 
spirit, in the name of a transcendental 
reason of state. The Inquisition was a 
police force with the authority of a 
tribunal (p. 328).15 
And there was no appeal of its decisions to any other 
jurisdictional instance. 
The wall of fear which fell over Portugal with the 
Inquisition affected the whole fabric of the national 
culture and educational life, and it prevented the full 
enjoyment of social and individual freedoms for many 
ft 
centuries. The freedom to think and to express freely 
one's thoughts, to create and to innovate, even the ability 
to have access without impediment to the cultural patrimony 
of other peoples was severely jeopardized. A static defi¬ 
nition of reality was imposed upon a nation, and the result 
was cultural and educational stagnancy and deterioration. 
Censorship was another of the effective controlling 
tools of the Inquisition. Bookshops, incoming ships, and 
private homes were routinely and systematically inspected, 
and possession of books considered of pernicious influence 
by the arbitrary criteria of the censors of the Holy Office 
could result in serious consequences. The first Index of 
forbidden books was published in 1547 and included 160 
titles, all of them foreign. In 1551, a new Index con¬ 
tained 495, being 13 of Portuguese and Castilian authors. 
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All major Portuguese writers had their books censored, 
"proscribed or mutilated" (Marques, 1976, p. 302). 
Publishing became also a very complicated affair, 
since the inquisitorial censors were not the only ones with 
jurisdiction over this matter. A new book had to be "first 
presented to the Inquisition, then to the 'Ordinary' (the 
bishop of the diocese), finally to the king through the 
Desembargo do Pago" (Marques, 1976, p. 303). At any of 
these levels, changes to the manuscript could be and were 
made, for it became increasingly difficult to publish 
any book that did not include a passage which could be 
considered, by the myopic and narrow-minded intellects of 
the censors, to be against the state, or against "our holy 
Faith and good customs." 
The insulation of the country from the cultural 
development of the rest of Europe, and the intimidation 
which the process of censorship exerted on all authors, 
changed the face of cultural production in Portugal for 
some centuries. Numerous books continued to be published, 
and people still thought and expressed themselves in many 
forms, but there was no intellectual risk-taking. As 
Saraiva (1979) aptly said, "culture passed from ideas to 
words" (p. 179). The result was cultural sterility. 
Writers developed intricate ways of using and combining 
words and concepts, so that some measure of safety was 
found in a labyrinthic style, where more than one meaning 
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could always be argued. Sterile verbosity thus became very 
much a part of Portuguese writing and culture. 
The Inquisition was not, however, the only organiza¬ 
tion which had a great and everlasting impact on the 
cultural and educational development of the Portuguese 
nation. Less than two years after the establishment of 
the Tribunal of the Holy Office, King John III received a 
letter from Diogo de Gouveia, Rector of the College of St. 
Barbara in Paris, where the famous humanist highly recom¬ 
mended a group of men, whose determination and intellectual 
stamina he greatly admired, for the missionary work to be 
done in India: the group led by a one-time soldier and 
founder of the Society of Jesus, Ignatius of Loyola. The 
efforts of the Jesuits in Portugal were great significance. 
Sixty years after their arrival, they had established some 
twenty houses throughout the country with more than six 
hundred members. 
The zeal, commitment, and enterprising spirit of the 
Jesuits were, indeed, remarkable. Developed by Ignatius as 
an army (one could almost call them in modern jargon, the 
Marines) of the pope, the Society was totally committed to 
a frontal attack against the Protestant reformation. 
Against the uncertainties of mysticism, and the vagaries of 
free will, the Jesuits responded with a militaristic 
— — Against the 
prescription: Obedience and submission. 
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individualistic tendencies of Humanism, and of the Protes¬ 
tant reformation, the Jesuits offered an alternative: the 
formal abdication of human will in the hands of a superior, 
and the submission of human thought and understanding to 
prescribed truth. Since the superior, priest or teacher, 
was the instrument of Christ, the Emperor of the Universe, 
under whose authority the revealed Word was transmitted, 
obedience and submission were not aberrations, but the very 
epitome of morality. And if human imperfection induced the 
superior into error, obedience was still required, since 
the concept of authority was pure, perfect, and incorrup¬ 
tible. The "good" Christian life was made formal, and thus 
made attainable: one had to follow the instruction and 
prescriptions of his or her spiritual director, and the 
resolution of moral dilemmas could be achieved through 
metaphysical rationalizations, through casuistry. Thinking 
was replaced with believing, rational doubt with dogma. To 
the absolutist monarchies of the Peninsula, the Jesuits 
offered the absolute monarchy in the intellect (Martins, 
1984, pp. 221-224, Martins, 1972, pp. 379-382, Saraiva, 
1979, p. 213). Such intellectual and moral certitude 
freed people from doubt into action, and the work of the 
Jesuits within the Catholic Church amounted to a true 
reformation. Martins (1972) explains: 
To found morality on abdication, to build 
order on the ruin of the will, was to 
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contradict rationalism and mysticism, to 
confuse the ideal and the real, the divine 
and the human, in such a manner, that the 
world, submitted to Jesuit education, 
dominated by the profundity of that thought, 
was in danger of drowning by a genial 
paradox. (...) A revolution so intimate 
and constitutional, whose purpose was to 
modify human nature, so that world order 
could be altered, demanded that the Society 
was, first of all, an instructing and 
educating institution. Preaching and 
example, sufficient in the Xllth century to 
the mendicant orders, did not suffice now; 
because, then, the purpose of the apostles 
was to convert men from their worldly 
attachment, to the absorption in God; and 
now, the newest missionaries wanted to form 
ab ovo a different human species, and to 
transform the world without destroying it 
(p. 381).16 
In Portugal, the success of the Jesuit decision to 
transform the nation through education was almost complete. 
King John III gave the members of the Society who had 
arrived in 1540, a house — the first house of the Society 
in the world — where they founded the College of St. 
Anton. The multiplication of the Colleges of Jesus 
throughout the country was astonishing: in January of 1542 
it was Coimbra, followed by Sanfins in the northern pro¬ 
vince of Minho in the same year, then Evora in 1551, Porto 
in 1560, followed by Braga, Braganga, Santarem, Setubal, 
Portalegre, Elvas, Faro, Portimao, Beja, Pernes, Vila 
Vigosa, Funchal in the Island of Madeira, Ponta Delgada, 
Angra, and Horta in the Azorean islands of S. Miguel, 
Terceira, and Faial respectively, and others in Brazil, 
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Africa, and India (Saraiva, 1979, p. 213, Ameal, 1974, p. 
294). At the time of their expulsion in 1795, the Society 
of Jesus, as Cunha (1983) explains: 
directed and staffed 46 secondary schools in 
the Portuguese territories: 24 on the 
Continent, 3 in the Islands, 15 in Brazil, 1 
in Angra, 1 in Goa, and 2 in Macao, as well 
as numerous missions and residences where 
Christian doctrine and literacy were 
commonly taught. All these schools were 
endowed by benefactors, and, therefore, were 
free and open to all classes. The student 
population in the 24 schools of continental 
Portugal was estimated at 20,000 (Leite, 
1982) out of a general population of 2.5 
million persons (pp. 4-5). 
The tremendous success of the Jesuits and the power 
and influence that they were accumulating called the 
attention of the other religious congregations, and of 
their educators, with the inherent implication that the 
Society had its many critics, some of them quite powerful, 
from the beginning. Their doctrine, as we saw, ran con¬ 
trary to peninsular mysticism, and the inherent arrogance 
of their intellectual and moral certainties translated into 
their living and teaching, could not pass without conflict. 
Seven years after the arrival of the Jesuits, King 
John III founded the Royal College in Coimbra, with pro¬ 
fessors hired in France by the great humanist and educator, 
Andre de Gouveia. The idea, often flaunted, that the king 
was under the control of the Jesuits seems to be contra- 
For, if the king was so taken by the dieted by this event. 
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Jesuits end by their methodology, why did he incur the 
tremendous expense of founding a school, of endowing it 
liberally, of paying high salaries to foreign teachers, at 
a time when the finances of the kingdom were under tremen¬ 
dous strain (Martins, 1972, p. 321, Marques, 1976, pp. 278- 
279)? If King John III was such an inveterate monkish 
king, why did he run the risk, ten years after the 
establishment of the Inquisition, and seven after the 
Jesuits had founded their first school, of importing 
foreign teachers with foreign ideas into the country? It 
does not make much sense. The motivation for the king's 
action seems to be related to the major thrust of his 
policies: the centralization of royal authority. With the 
establishment of the Inquisition, the king deprived the 
organized church of the task of preserving the orthodoxy of 
the Roman Catholic faith, thus coming very close to creat¬ 
ing a national church without having to break formal rela¬ 
tions with Rome; with the founding of the Royal College, 
the king must have intended to create a national system of 
education, based on the college and on the university, and 
under his direct control. From this perspective, the Royal 
College was the king's response to the almost complete 
monopoly of education by the Jesuits and other religious 
orders. 
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The king's dream was, however, not to be fulfilled. A 
series of unfortunate events, all of them beyond the king's 
control, plagued the College soon after its inception. 
First, barely five months after the opening of the classes, 
the Rector and the leading force of the school, Andre de 
Gouveia, died suddenly in June of 1548. Despite such an 
inauspicious beginning, by December of the same year, 
twelve hundred students were in attendance. The presence, 
however, of so many and so renown foreign masters could not 
escape the suspicious mind of the Inquisition. By the end 
of 1549, the Inquisitor-general, Cardinal Henry, ordered an 
inquiry into the previous deportment of the professors 
while living in France. The result was the arrest of some 
of them on suspicion of heresy: in August of 1550 Joao da 
Costa was arrested in Lisbon, and on the tenth of the same 
month, Diogo de Teive and George Buchanan were imprisoned 
in Coimbra. The inquisitorial proceedings brought to the 
surface a number of scandalous events, and a series of 
denunciations besmirched the reputations of some of the 
most illustrious members of the staff (Almeida, 1925, pp. 
639-640, Marques, 1976, p. 299). Apparently, Diogo de 
Gouveia greatly resented Joao da Costa, Diogo de Teive, 
and his nephew Andre, and had denounced them to the 
Inquisition. The saga of the masters of the Royal College 
continued: Costa accused the Italian Dr. Eusebius of being 
homosexual; he also accused Dr. Lobato of his enemy and an 
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improper deportment with students. Diogo de Teive, 
suspecting that a colleague, Manuel de Araujo, had 
denounced him to the Inquisition, accused Araujo of 
stealing a sword and some baldrics from his house, and of 
having made dishonest proposals to a Scot-tish lady, a 
relative of George Buchanan (Almeida, 1925, pp. 638-639). 
It was quite deplorable that persons of great and sound 
intellectual development could have such ill-formed 
characters, and would allow themselves to be enmeshed in 
petty jealousies, envy, and retributions. But again, as we 
have seen, cognitive development does not necessarily 
produce moral development. 
The spread of such scandals resulted in the transfer 
of many students to the College of Jesus, run by the 
Jesuits in Coimbra. The latter wanted definitely to 
acquire the Royal College, since it would assist them in 
wresting control of the university. They intrigued at 
court and with the Inquisition, but the king did not 
withdraw his support from the college or from its teachers. 
It took five years of pressure for the king, barely two 
years before his death, to write to Diogo de Teive, on 
September 10, 1555, ordering him to hand over the Royal 
court and with the Inquisition, but the king did not 
withdraw his support from the college or from its teachers 
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It took five years of pressure for the king, barely two 
years before his death, to write to Diogo de Teive, on 
September 10, 1555, ordering him to hand over the Royal 
College and its administration to Father Diogo Mirao, 
provincial of the Society of Jesus. The act of transferral 
of powers was to take place on the following first day of 
October. In March of 1566, the Royal College was physic¬ 
ally merged with the College of Jesus in Coimbra (Almeida, 
1925, p. 640). The dream of King John III of establishing 
a state system of education had died, only the University 
of Coimbra still remained outside the control of the 
religious orders. 
The death of King John III brighten the prospects of 
the Jesuits, for the new King Sebastian was still a child, 
and the regents were persons with intensive and conserva¬ 
tive religious feelings: D. Catarina was a deeply devoted 
Castilian princess, and Cardinal Henry, brother of the late 
king and a grand-uncle of the new, was not only a priest 
and a cardinal, but also the inquisitor-general. As 
Marques (1976) the policies pursued by the new regime had a 
definite religious flavor: 
A great part of Queen Catarina's and 
Cardinal's Henry legislative activity, which 
Sebastian carried on, had a clear religious 
connotation and referred to ecclesiastical 
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matters: creation of new bishoprics, both 
at home and overseas; strengthening of the 
Inquisition and its expansion to India; 
ratification and enforcement of the 
decisions of the Council of Trent (Portugal 
was the only Catholic country not to present 
any doubts about their applicability); new 
by-laws granted to the religious-military 
orders; and so forth (p. 310). 
Such governmental piety would be inclined to favor the 
intents of the Jesuits, but the opposition to their designs 
was great and widespread. The University of Coimbra, 
secure in its ancient privileges, was the most visible and 
determined enemy of the Society; monastical orders with 
long traditions in education, like the Dominicans and the 
Augustinians, voiced their complaints and exerted their 
considerable power against the new society, but without 
success; in the cortes of 1562 the representatives of the 
people and of the other social states protested vehemently 
against the great power amassed by the Jesuits, and 
specifically expressed their discontentment about the 
transfer of the administration of the Royal College into 
the hands of the Jesuits (Marques, 1976, p. 300), as we can 
read in an excerpt from one of their resolutions: 
That the Royal College of Latin and 
Arts be reduced to its former state, to save 
some expenses, and in that college there 
were some of the most knowledgeable Masters, 
since it is easier to find better teachers 
in the whole kingdom, than in one Society 
alone, and better Masters can produce more 
fruits. 
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And since all would be in one place, 
the public that we have and the other, 
without being reduced only to those of the 
Society, the sons of the nobles and of the 
land would be able to learn how to read and 
to improve themselves in those professions, 
so that we may have Latin and Masters to 
teach it, of whom there is great shortage, 
and the College should be united with the 
university, without any division (cited by 
Almeida, 1925, p. 649).17 
And in the memorandum to Cardinal Henry, the prelates of 
the Realm present at the cortes wrote: 
We discussed there (in the cortes) the 
issue of the College of Arts and languages 
of Coimbra, and this must be corrected for 
so many reasons that Your Highness should 
want to make a decision. To those of the 
Society, the Colleges of Evora, St. Anton, 
and all those which they may have should 
suffice, and in Coimbra they would supervise 
the customs of the students, but since they 
want to do everything, and teach all the 
chairs, their religion suffers, and the 
kingdom suffers more, for the same reasons, 
because they cannot meet all needs, but they 
prevent any person from being useful to the 
whole Republic through work in that College, 
so that, now, we have a shortage of Masters 
in the Bishoprics (...) (Almeida, 1925, p. 
650).18 
These two excerpts show clearly that what concerned the 
bishops and the deputies of the people was the aggressive, 
independent, exclusivist, and high-handed working style of 
the Jesuits. The other members of the clergy, formed in 
the traditional mystical religious attitudes of the 
peninsula, could not conceive of any proper Christian who 
labored endlessly and intensively for the achievement of 
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their goals. In their views, such preoccupation with 
action had to result in a shallow spiritual life: the 
religion of the Jesuits was suffering. They were also 
quite fearful, and reasonably so, that the varied schools 
maintained or supervised by the bishops were in danger of 
becoming extinct in the relentless onslaught of the Society 
of Jesus. 
The opposition to the Jesuits could not, however, 
produce any significant results. The Society had allied 
itself with the Inquisition, and the king, as the Pontifex 
Maximus of the national church, completed and headed this 
triangle of power, against which no lasting success was 
viable. The most that it could be hoped for was to delay 
action. With the regency, Frei Pago reigned supreme, and 
he had become a Jesuit. 
Unable to gain control of the university, and unwill¬ 
ing to waste any time with delaying quarrels with their 
antagonists, the Jesuits decided to overcome their lack of 
influence in the structure of higher learning by entering 
into open competition with Coimbra with the opening of 
their own University in Evora. Cardinal Henry obliged. 
He had tried to convince his brother, the late king, to 
allow him to found a university in Evora, but to no avail. 
King John Ill's policy was to consolidate and expand a 
national system of education controlled by the crown. 
270 
Right after his death, however. Queen Catarina readily 
approved the Cardinal's petition. Pope Paul IV instituted 
the university in his bull of September 18, 1558, and 
confirmed it a year later in the bull of April 13, 1559. 
On November 1, 1559, amidst great festivities, the new 
school was entrusted to the Jesuits. On April 4, 1562, 
Queen Catarina gave it her formal and royal approval, which 
King Sebastian confirmed on July 27, 1573, granting it 
rights and privileges equal to those of Coimbra (Costa, 
1900, p.80). On May 28, 1568, pope Pius V sent the brevis 
Divina Disponente bestowing great privileges upon the 
University of Evora, such as the exemption of the school 
from all ecclesiastical and secular jurisdiction, including 
that of the crown (Almeida, 1925, p. 658). The University 
of Coimbra protested vehemently against this intrusion into 
a field it wanted to control completely, but to no avail, 
and the duke of Braganga, D. Teodosio, the most powerful 
member of the nobility, planned to found another university 
in Vila Vigosa, the seat of his ducal court, to be staffed 
by the Augustinian friars. His death, however, prevented 
the realization of his dream (Marques, 1976, p. 300). 
The Jesuits persisted in their concerted effort to 
influence and control all secondary and higher education, 
and they were able to convince Queen Catarina of the value 
and worthiness of their plans. On August 13, 1561, she 
signed a royal disposition prohibiting students to attend 
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the schools of Laws and of Canons of the University of 
Coimbra without having obtained a degree from the Royal 
College. Finally, in 1576, the university lost most of its 
autonomy when it was placed "under the jurisdiction of the 
royal tribunal known as Mesa da Consciencia e Ordens. thus 
becoming a de facto state institution (Marques, 1976, p. 
298) . The school was further reorganized by the Statute of 
1612, during the reign of Philip III of Spain, II of Por¬ 
tugal, and confirmed later after the restoration, by King 
John IV in 1653. The new statute organized the university 
into four major colleges (Theology, Canons, Law, and 
Medicine), and seven minor schools, where students were 
instructed on Mathematics, music, art, Hebrew, Latin, and 
Greek, as well as in such primary educational areas as 
reading, writing, and arithmetic. The University of 
Coimbra thus constituted a complete system of education in 
itself. Coimbra's rival, Evora, was a much smaller school, 
and its student population was recruited among aspirant 
members of the clergy. The University of Evora provided 
instruction in theology, arts, grammar, biblical studies, 
casuistry, Latin, and elementary subjects (Marques, 1976, 
p. 299). 
The strategy used by the Jesuits to achieve complete 
control over the Portuguese educational system included 
also the enactment of legislation designed to weaken and 
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reduce the effectiveness of the sizeable school structure 
of the other monastical orders. An aggressive and 
relentless recruitment of students, a policy of offering 
tuition lower than the competition's, and other similar 
measures were highly effective but final victory was 
achieved when the other orders were prohibited from 
enrolling lay students. The large, good, and proven system 
of monacal schools was reduced to providing instruction 
exclusively to members of their novitiate (Costa, 1900, p. 
90, Martins, 1972, p. 388). 
Even though bishops, parish priests, private and 
municipal teachers continued to provide some rudiments of 
elementary education to the public, the Jesuits were able 
to secure control of the secondary system of education for 
lay students. Their determination to transform the world 
through the education of the young, was their way of 
guaranteeing the containment of the reformation, and the 
preservation of the catholic faith as defined by the 
Council of Trent. In this respect, the Jesuits differed 
completely from the Inquisition. While the latter strove 
to suppress the free diffusion of culture, and to repress 
the educational class, the Jesuits sought to educate as 
many of the people as was physically possible. The measure 
of their success in the peninsula was quite remarkable. 
Costa (1900), an avowed anti-Jesuit, assessed their success 
in terms very close to the reality: 
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By monopolizing the official secondary 
system of education, by rendering useless 
the secular educational system of the 
religious orders, by closing the doors to 
the free system of secondary education, by 
annulling the very influence of the bishops, 
by substituting the state university with 
their own private university, by suffocating 
the competition, and making impossible the 
intellectual development outside the 
intervention of their colleges, it [the 
Society of Jesus] consolidated the monopoly, 
so astutely and tenaciously attained, and 
through this monopoly, justice must be made, 
it left its indelible imprint (pp. 90-91).19 
The imprint left on the national character was defined 
by the tenets which informed the thinking and the living of 
the Jesuits. The methodology of their teaching and the 
principles guiding their religious and moral behavior, were 
founded on the same imperatives: obedience and submission, 
the primacy of form over substance, the use of emulation as 
a learning motivator, the manipulation of sensorial stimuli 
for effective indoctrination, the focus on reasoning rather 
than on understanding, the duty to preserve tradition and 
to suffocate innovation, the virtual supremacy of casuistry 
over speculative philosophy or science. 
The authoritarian uniformity fostered by the Jesuit 
methodology was specifically designed to countermand the 
spirit of the Renaissance which influenced the protestant 
reformation. While the spirit of the Renaissance called on 
the duty and the right of students to question, the Jesuits 
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ordered total obedience to the will of the teacher, and 
total submission of the student's understanding to a 
clearly prescribed and thoroughly defined intellectual 
reality. In the school of the Jesuits, obedience and 
dogmatism were supreme. Intellectual liberty and curiosity 
I 
were considered the source of evil. As Ignatius stated in 
a letter to his priests: 
However, the one who pretends to make a 
perfect and complete offer of himself, must, 
in addition to the will, offer his under¬ 
standing, having, not only the same will, 
but the same discernment, feeling in the 
same manner as his superior, submitting to 
him his own understanding. (...) The second 
way is that you must be ready to search 
always for reasons to defend the command of 
the superior (...) The third is that you 
must be convinced that everything that is 
ordained by the superior is ordained by God 
our Lord, and you must apply yourselves with 
all your soul and will to believe what is 
proposed by the catholic faith, so to do 
what the superior blindly said, and without 
any questioning so must you proceed (...) In 
Rome, March 26, 1535. Totally yours in our 
Lord. Ignatius (cited by Costa, 1900, pp. 
93-94).20 
Obedience and dogmatism defined a religion formalized 
in ritual and limited by and to the catechism; they 
defined education as thorough knowledge of a prescribed and 
well described reality; they defined research as the 
intellectual reformulation of accepted, well established, 
and "legitimate" bodies of knowledge. The Jesuits excelled 
in all of these endeavors: spiritual directors and 
devotional manuals, simplified but highly sensorial 
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rituals, and churches built like "a vast room forcing 
people's eyes and minds to turn to the pulpit and the main 
altar" (Marques, 1976, p. 305), assured that believers 
followed a narrowly defined path, where the imagination was 
encouraged, and the understanding exiled; textbooks were 
meticulously developed, and they were considered to be the 
best available anywhere in the western world. The priests 
of the Royal College produced some memorable textbooks, 
such as De Institutione Grammatica libris tres. by one of 
the most famous educators of the period, Father Manuel 
Alvares. This Latin grammatical exposition was used in 
all schools of Portugal, translated into German, English, 
Czech, Chinese, Croatian, Spanish, Flemish, Magyar, 
Italian, Japanese, and Polish, and printed in numerous 
editions from 1572 until 1874 (Almeida, 1925, pp. 643-644); 
the intellectual production of the masters of Coimbra was 
also of great dimensions: they analyzed and commented 
exhaustively the works of Aristotle, with no methodological 
innovation, but with complete faithfulness to the original, 
and with a thoroughness of compilation and classification 
of all studies and conclusions done up to that time, never 
equalled before or since. This work, Commentarii Collegli 
mnimhricgnsis Scietatis IesUj. in eight volumes, under the 
direction of Pedro da Fonseca, was read and utilized 
throughout Europe for centuries, and was praised by eminent 
figures of Western thought, like Descartes and Leibnitz. 
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In lsvora, Luis de Molina, a Jesuit born in Spain, but who 
lived and taught in Portugal, wrote on the reconciliation 
of "free will and divine prescience," and was the origin of 
a school of thought — molinism - which greatly influenced 
theological and philosophical thinking for almost two 
centuries (Marques, 1976, p. 301, Almeida, 1925, pp. 641- 
643) . 
The Ratio Studiorum (1559) stipulated a program of 
studies generally divided in three phases over thirteen 
years: six years of humanities (Greek, Latin, classical 
literature, grammar, music, rhetoric), followed by three 
years of philosophical studies (Aristotelian syllogistic 
systems, moral philosophy, metaphysics, and some scientific 
subjects like mathematics, physics and astronomy, all, 
however, based on Aristotle), completed by three years of 
theology. The Royal College, after it was taken over by 
the Jesuits offered four chairs of philosophy, ten of 
Latin, one of Greek, one of Hebrew, and initially two of 
reading and writing that were later replaced by another 
chair of Latin (Almeida, 1925, p. 642). The success of the 
Jesuit schools was tremendous. It was widely acknowledged 
that their students achieved a very high success rate, and 
it was in their schools that the great majority of the 
Portuguese intelligentsia of the late XVITH and XVIIth 
centuries received their education. 
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From the perspective of educational and cultural 
development, the Jesuit experience was not positive. The 
educational methodology of the Society was not geared to 
promote development, but to impart literate indoctrination. 
It was designed for action without reflection. Saraiva 
(1979) summarized the period in succinct, but guite correct 
terms: 
The XVIth century was not an uncultured 
century, but a sterile century. Much was 
thought (in none other period of our history 
were so many books of philosophy published), 
much was studied, much was built, much was 
versified, much theater was staged. But 
culture was separated from life, and from 
the living problems of the epoch; (...) 
Education was not, thus, an exercise for 
thinking, but a foundation for believing. 
And it was successful, for the Portuguese of 
the XVIIth century believed much, but 
thought little pp. 212. 213).21 
It is unquestionable that the last "thought" referred by 
Saraiva signifies critical and independent "thought," while 
the first one defines the act of reasoning separated from 
reality. On the other hand, the exclusivist and monopolist 
characteristics of the educational strategy of the Society 
of Jesus prevented the occurrence of any dialogue, even 
with the many and reputable schools maintained by the other 
monastical orders. 
The educational and cultural influence of the Jesuits 
was also felt through other media: the pulpit and the 
theatrical stage. They brought homiletics to a state of 
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quasi perfection, and their special jubilees attracted 
large numbers of people, sometimes reaching twenty thousand 
participants (Costa, 1900, p. 92). The fervor and 
sincerity of their feelings and beliefs, the presentation 
of a religion based on the observance of ritual and without 
any place for doubt, the artful composition of their words 
and concepts, and the seemingly irresistible intricacy of 
their argumentation kept people spellbound, imaginations 
flying, intellects blunted. They resembled, in many as¬ 
pects, the fundamentalist evangelicals of our days. With 
them, they shared the bliss of believing to be right; with 
them, they built a religious practice based on blind faith, 
and a pattern of conduct easily identifiable, and there¬ 
fore, controllable; with them, they appealed to the imag¬ 
ination and emotions of people, and portrayed intellectual 
questioning, humanistic pursuits, and life outside the 
church strict guidance as the greatest root of evil; with 
them, they felt an unabiding, viscerally felt, and lifelong 
commitment to evangelism; with them, they touched people 
with the sincerity of their beliefs, the honesty of their 
sacrifice, the appeal of their message of hope based on 
immutable certitude, of love based on the need to convert, 
of passion based on unswerving commitment. And in the 
process, both built worlds where hope was the moment, love 
was dehumanizing, and passion was alienatory. 
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Theater was also another element greatly developed by 
the Jesuits. Their preoccupation with form over substance 
(substance induces indubitably critical thinking, which 
begets doubt, which leads to impertinent questions, which 
finally destroys dogmas), led them to develop a style of 
theater based mainly on elaborate, grandiose, and very 
expensive theatrical productions, where visual impact was 
supposed to supplant the meaning of the word. Such 
methodology appealed to the innately sensorial nature of 
people, even though many intellectuals and clergy raised 
their voices in protest for their lack of spirituality. 
The Jesuit presence was ubiquitous. As Costa (1900) 
explains: 
Confessors of kings, masters to 
princes, dominators of public education, 
lords of the pulpit, of the college chair, 
and of absolute privilege, the Jesuits 
constituted a state within a state, 
subjecting the classes, imposing upon them 
their peculiar influence, and creating a 
power structure without equal in these 
kingdoms (p. 96).22 
The alliance between the Society of Jesus, the Inquisition, 
and the crown was traumatic for the country, for this 
triangle of power had for a long time a confluent set of 
goals and objectives. Their concerted efforts touched all 
aspects and segments of human life, from the political to 
the educational fields, to the very act of thinking, loving, 
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and associating with others. Each one of these institutions 
was so strong as to be virtually independent from the 
others, and as such they behaved toward one another. As 
Gracio (1988) explains: 
In any way, the concerted action of those 
three institutions [the Jesuits, the 
Inquisition, and censorship] resulted in 
the reinforcement of cultural and political 
centralization, as well as in estrangement 
from the critical and experimentalist 
tendencies of the Renaissance and of modern 
culture, for whose achievement the 
Discoveries led by the Portuguese had 
contributed so significantly (p. 27),23 
The humanistic voyage of Gil Eanes had to face another 
cape. The horizon was again obscured by another wall of 
fear. This new fear, however, was not made of legends. 
It was real. It touched the soul and imprisoned the flesh. 
There was also no Prince Henry and no command. Just his 
will, emasculated, empty, lonely. This time he would not 
point his prow to the waves, and unfurl his sails, and pass 
beyond the horizon. 
The Great Marcruis: The Light and the Shadow 
The tribunal of the Inquisition and the Society of 
Jesus were on a collision course. Even though both 
organizations shared similar goals — the defense and the 
preservation of the Roman Catholic faith the methodology 
which informed their action, and the identification of the 
perceived enemy were radically different. The Inquisition, 
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as we have seen, sought to repress heresy, and identified 
the relatively large group of converted Jews (the so-called 
new-Christians) as the target for their persecution. its 
primary concern was to ferret out, by any means available, 
heretics, crypto-Jews, and prevaricators of established 
codes. All of these should be prosecuted to the 
ultimate consequences. The Jesuits were mainly interested 
in the transformation and conversion of human beings to a 
world defined by the Roman Catholicism that came out of the 
Council of Trent. They intended to preserve that faith, 
not by repression, but through evangelization. The human 
person, whether a believer or not, was not perceived as an 
object to be repressed, rather as a being to be transformed 
through education, to be guided in the formalized practice 
of religion, and to be monitored by the spiritual director. 
While the Inquisition was eminently anti-humanistic, the 
Jesuits tended to affirm the innate dignity and the 
catholicity of the human person. 
To the immense power amassed by these two institu- 
tutions, a correspondent accumulation of wealth, privilege, 
prerogatives, and territory ensued. Thus, their competing 
worldly interests were bound to bring them into conflict. 
And it happened. The immediate motive was a clash over 
privilege, the larger issue was more fundamental, for the 
Jesuits, by the very nature of their assigned mission and 
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beliefs, could not condone the relentless persecution of 
new-Chnstians. A bushel of apples ~ the legendary fruit 
of discord — ignited the seething feud between the two 
institutions. One of the benefits of the Society was to 
run a market in the city of Evora on every Tuesday. One 
day, the Jesuit student in charge of the fair sent a bushel 
of apples to a colleague. The apples, however, had been 
coveted by the buyer of the Inquisition. When he realized 
that the desired apples had landed in Jesuit hands, and 
unable to suffocate his anger, he complained to his masters 
of the affront. The Jesuit was summoned by the 
Inquisition, refused to appear before the board of inquiry 
(certainly on the advice of his superiors), and was 
arrested by officers of the court. Later, a Jesuit priest 
(Francisco Pinheiro), who had defended his disciple with 
greater zeal than was deemed appropriate by the tribunal, 
was also imprisoned, and both lingered in the jails of the 
Inquisition for quite a long time. The dispute entered a 
crescendo of intensity and seriousness, having involved the 
king and the pope. The Jesuits had appealed to the Holy 
See for a judgment in their favor, but King John IV 
•prevailed over the pope, and siding with the Inquisition — 
"the most important column of faith in these my kingdoms, 
which I will always support and defend" — ruled in favor 
of the tribunal of the Holy Office (Azevedo, 1975, pp. 242- 
244) . 
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The triviality of this dispute and the importance it 
was given by the two institutions, underscores the brooding 
feud between them, and can only be understood in light of 
much greater ideological disagreements, and the Jesuits, 
with their open protection of the new-Christians, did, 
indeed, oppose the very reason for the perceived existence 
of the Inquisition. The Jesuits fought for the life, 
although monitored and controlled, of the unbeliever as a 
being capable of being converted, while the Inquisition 
sought to take the life of those it considered non- 
Christians. The conflict could not be solved, some Jesuits 
suffered prison and torture, and it is ironic that the last 
victim of the Inquisition was neither a Lutheran heretic, 
nor a Jew, nor a new-Christian guilty of apostasy, but a 
member of the Society of Jesus, burned at the stake in 1761 
(Saraiva, 1979, pp. 212-213, Marques, 1976, p. 402). 
The early success of the Jesuit school was not 
followed by any significant development in the form of 
teaching or content, as the decades went by. The 
educational system of the Society became fossilized in 
daily routines, in antiquated methodologies, and in a 
teaching content increasingly separated from the new 
realities of life. 
One of the first major blows to the educational 
monopoly of the Society of Jesus was dealt by the religious 
284 
Order of St. Philip Neri, commonly known as the Oratorians. 
They had established themselves in Portugal in 1659, but it 
was in the XVIIlth century that their presence started to 
be felt. One of their members, Fr. Bartolomeu do Quental, 
a member of a prominent Azorean family, was the confessor 
of King John V, and through his influence, the Oratorians 
were able to compete effectively with the Jesuits, by 
expanding their system of schools, and by introducing 
Portuguese youth to modern methodologies and disciplines. 
Gracio (1988) explains: 
Inclined to modernity, disputing and 
managing to obtain the educational 
privileges enjoyed by the Jesuits, their 
rivals in educational intervention, and in 
social and spiritual influence, the 
Oratorians played an important role in the 
education of the young, having maintained 
from the mid-XVIIIth century a public system 
of education: Christian doctrine, reading, 
writing, arithmetic; grammar and rhetoric; 
moral theology; philosophy. Their education 
was modern in content and methodology, using 
experiments and laboratory demonstrations. 
They published their own textbooks, and 
organized in Lisbon a valuable library, open 
to the public, with its own educational 
component and conferences (pp. 34-35).24 
They founded the first Center of Experimental Physics 
(Gabinete de Fisica Experimental) in Portugal and 
introduced the scientific theories of Copernicus and of 
Newton. 
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The royal protection of King John V brought the 
Oratorians into great preeminence. He endowed their Royal 
Hospice of the Necessities with twelve thousand cruzados 
annually, so that they could establish a public school 
where primary education, moral theology, rhetoric, and 
Latin grammar would be taught. By the king's warrant of 
January 25, 1725, later confirmed on September 3, 1747, 
their students were allowed to register at the University 
of Coimbra without having to obtain a degree from the Royal 
College of Arts, controlled by the Jesuits (Costa, 1900, p. 
98, Almeida, 1927, p. 424). Another priest of the order, 
Antonio Pereira de Figueiredo, collaborated actively with 
Pombal, prime-minister of King Jose I, in the reform of the 
university, and undertook the translation of the Bible into 
Portuguese, which was later widely used, specially by the 
Protestant churches (Afonso, cl970, pp. 306-307). 
The erosion of the Jesuit monopoly on the culture and 
education of Portugal was also brought about by the intense 
diplomatic activity pursued by the Portuguese government 
after the restoration of independence, to secure political 
and military alliances against Spain. Two important 
developments resulted from this activity: the decline of 
Spanish cultural influence, and increased contacts with 
central Europe, which help to foster the process of re¬ 
affiliation of the Portuguese intellectual and cultural 
development with the European tradition (Gracio, 1988, p. 
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33). These contacts with Europe beyond the Pyranees, 
brought into sharper focus the growing, and already 
devastating, backwardness of the Portuguese educational 
and cultural system. Saraiva (1979) explains: 
The first movements announcing a reform 
started in the XVIIth century and developed 
^"^rouc?hout the following century. Their 
main motivators were Portuguese men residing 
in foreign countries, some in diplomatic 
missions (like Cunha Brochado, Cavaleiro de 
Oliveira, D. Luis da Cunha, Alexandre de 
Gusmao, and even Pombal), others having 
fled the dangers which the Inquisi—ition 
still represented to intellectuals, 
especially if they could be accused of 
crypto-judaism (like Jacob de Castro 
Sarmento, or Ribeiro Sanches). These 
intellectuals, whose enlightenment had been 
acquired in foreign lands, and who wanted to 
promote the ideas, methods, and literary 
currents of other lands, were called 
estranoeirados. 
The mental attitude of the estranqei- 
rados was characterized by the enlgighten- 
ment, empiricism, and utilitarianism. They 
believed that Portuguese underdevelopment 
was the consequence of lack of culture; 
(...) They also believed that the lack of 
culture was due to the theoretical, 
speculative, and dogmatic nature of the 
education provided in Portuguese schools. 
The estranoeirados were, therefore, 
adversaries of the Jesuits (pp. 239-240).25 
The influence of the estranoeirados (from estrangeiro 
which in Portuguese means foreign lands) was enormous. 
They fomented a very intense intellectual discussion with 
the royal court and with the national intelligentsia. They 
had achieved great renown in foreign countries, and some of 
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them ranked in prestige with the greatest minds of their 
century. The London Royal Society listed twenty three 
Portuguese names among its members, and many of them 
contributed regularly to the Society's journal Philos¬ 
ophical Transactions. 26 
Some of the estranaeirados returned to Portugal, and 
their action was felt more directly in the elaboration of 
governmental policies designed to stimulate national 
development. In this category we find Alexandre de 
Gusma"o, who became private secretary to King John V, and 
functioned as a virtual prime-minister from 1730-1750; the 
duke of Lafoes, a wealthy patron of the arts and 
sciences, and a member of the government; the Abbe Correa 
da Serra, famous naturalist, member of the London Royal 
Society, co-founder with the duke of Lafoes of the Royal 
Academy of Sciences in Lisbon, and one of the first 
Portuguese ambassadors to Washington; and the great 
Marquis of Pombal, prime-minister of King Jose I. From an 
educational perspective, however, the great informants of 
the Portuguese Enlightenment were Fr. Luis Antonio Verney, 
and Dr. Ribeiro Sanches, both of whom never returned to 
their homeland. 
Luis Antonio Verney was born in Lisbon, on July 23, 
1713. Educated first by the Jesuits and later by the 
Oratorians, he pursued his university studies in the 
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Jesuit University of fivora, where he was granted a Master 
of Arts degree. For fear of the Inquisition, he fled to 
Italy, where he lived and died. In Rome he completed his 
education, having studied dogmatic theology and jurispru¬ 
dence, and in 1742, pope Benedict XIV bequested on him the 
sinecure of archdeacon in the archbishopric of fivora. A 
brilliant mind, an avid reader, and a creative scholar, 
Verney was thoroughly familiar with the writings of Bacon, 
Newton, Descartes, Locke, Hume, Pascal, Gassendi, Spinozza, 
and others. In 1746, he published, under a pseudonym, his 
famous book, True Method of Study (Verdadeiro Metodo de 
Estudar). The book was widely read, and its importance and 
influence was fundamental to the educational reforms that 
were about to happen. In the book, Verney (cl960) covers 
all areas of learning: from grammar — "the art of writing 
correctly" (p. 61) — to composition — "It is sad that men 
who spent so many years in major and minor schools...do not 
know how to write a letter!" (p. 79); from discourses on 
the merits and the right ways of teaching style, rhetoric, 
poetry, philosophy, mathematics, to literary critique; 
from his condemnation of scholastic to his apology of 
observation and experiment as ways to learning, Verney 
offered a complete and well reasoned treatise on education. 
His mordant humor, and his sarcasm, gave his targets no 
hypothesis for a defense, as can be observed in the 
following diatribes against Jesuit philosophy: 
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From these two principles — ignorance and 
preoccupation — were born those infinite 
harangues called philosophy in this country. 
(...) Their natural philosophy is reduced 
to three or four words. (...) Your 
Paternity, talks of lightning, and they 
answer that it is composed of matter, form 
and privation" (p. 173).27 
A pure peripatetic knows as much about 
natural effects, as does a blind man about 
colors: both speak of what they never saw, 
one because he does not have any sight, the 
other because he does not want to have any" 
(p. 174).28 
He condemned corporal punishment and appealed to teachers 
to develop a better knowledge of human nature: "All first 
studies are naturally disagreeable, because they are 
tiresome. (...) It is necessary to have patience with 
the boys, and to teach them well" (pp. 74,77).29 He also 
identified the true reason of many student's failure: 
inadequate teaching of sometimes useless lessons: 
Go to the College of Arts, visit the minor 
schools, and you will see the many ferule 
blows inflicted on the freshmen. Evaluate, 
however, with consideration the interior of 
the school; assess if the master is teach¬ 
ing what he ought to be teaching; if he 
makes the subject easier to be under-stood; 
if he does not burden their memories with 
things that are absolutely unnecessary. And 
you will find the contrary in everything 
(pp. 75-76),30 
He condemns vigorously the isolation and backwardness of 
the Portuguese censors, and of the other cultural and 
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educational authorities who were responsible for deciding 
the knowledge that should be allowed in the country: 
This is the famous refrain of these 
masters [censors], principally those of this 
kingdom. It stems from their great 
ignorance of ancient and modern history, and 
of the lifestyles of other countries; of 
the little knowledge they have of books; and 
finally of pretending to be masters of a 
subject, without having first been its 
disciple (p. 161).31 
Verney repudiates the notion of hereditary nobility: 
"to be the son of an illustrious man is not the same thing 
as being illustrious" (p. 195).32 For him, only merit 
grants one true nobility: "Notable men are the true nobles" 
(p. 196).33 
In his sixteen letters, Verney developed an entire 
teaching methodology, identifying systemic faults, 
proposing solutions, and giving examples. He expounds 
at length on the need for the teaching of physical sciences 
and mathematics; on the crucial imperative of serious 
research, of appropriate teaching techniques, and of 
continuous updating of subject matter. Unlike Ribeiro 
Sanches, Verney defends a somewhat unpopular educational 
policy for the time: the right of every person to an 
education. In his opinion, every town or city ward should 
have a school, where the poor could send their children. 
Even more daring, is his apology of the education of women. 
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He believed that, for all possible reasons, women should be 
educated in reading, writing, biblical studies, World and 
Portuguese history, home economics, music, dance, and other 
social graces (pp. 216-228). 
Verney left nine major pedagogical treatises, pub¬ 
lished between 1746 and 1769, and many other minor works. 
In 1790, Queen Maria I paid tribute to Verney in the 
preamble to the decree where he was appointed honorary 
deputy of the royal tribunal Mesa da Consciencia e Ordem: 
"the zeal with which [Verney] tried to promote good studies 
in these kingdoms through his writings' (p. 52).34 He died 
in 1792. 
Verney's friend, Dr. Antonio Nunes Ribeiro Sanches, 
born in the town of Penamacor, on March 7, 1699, belonged 
to a family of new-Christians. Educated in Coimbra and 
Salamanca, where he studied medicine, like many members of 
his family, Sanches returned to Portugal in 1724, settled 
in Benavente, near Lisbon, and practiced for two years. 
The scientific and political situation at home were not 
conducive to the full fruition of the young doctor's 
intellectual ambitions, and in 1726 he left for London, 
and never returned. In 1728 he moved to Montpellier, in 
1729 to Bordeaux, and in 1731 to St. Petersburg, where he 
became the private physician of empress Anna Ivanowa. 
Ribeiro Sanches maintained closed contacts with Portugal, 
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and with other emigrated intellectuals, diplomats, and even 
With the Jesuits working in China. He died in Paris on 
October 14, 1783. 
His most representative work is the Letters on The 
Education of Youth (Cartas Sobre a Educagao da Mocidade). 
Finished on December 19, 1759, their first edition was 
small and private, about fifty copies which were entrusted 
to the Portuguese minister in France. For Sanches (cl960) 
education must follow political develop-ment. The primary 
mission of the school was to prepare capable, moral, and 
Christian citizens to serve the state: 
The education of youth is that habit 
acquired through the culture and direction 
of teachers, to complete tasks which are 
useful to them and to the state where they 
were born with facility and joy (p. 125).35 
The synergistic relationship between education and 
government implied, however, the need for legislation 
designed to reward the good and diligent citizen, and to 
punish "who does not want to be useful neither to himself 
nor to his motherland" (p. 126).36 The education 
envisaged by Sanches must lead to cognitive, moral, and 
religious development: "I propose virtue, peace, and the 
good faith as the goals of this education, and doctrine and 
sciences as the means to achieve these social-Christian 
virtues."(125)37 
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Dr. Ribeiro Sanches did not believe in universal 
education. Like many of his contemporaries, he believed 
that the education of the peasants was ultimately harmful 
to the state, since the inevitable result would be the 
rejection of agricultural work, with all its drudgery, by 
the educated peasants. Besides, rural schools did not 
promote diligence and industry. Most of the teachers in 
village schools were "rude, ignorant, without good 
upbringing, or any knowledge of human nature," and, in 
these schools, children were forced to sit in complete 
immobility for six hours daily, "always trembling and 
fearing" (p. 129). This situation, in his view, would sap 
the vigor from their bodies, and would not provide the 
adequate preparation of people destined "to serve the 
republic, with feet and hands, all their lives" (p. 129). 
In villages or towns of less than two hundred families, no 
priest and no teacher would be allowed to teach. He points 
out that most bishops and other clergy would inveigh 
vigorously against this educational policy, but people 
should receive the education needed for the kind of service 
they were to provide to the state, since "work and industry 
must be considered as the foundation of the civil state" 
(p. 130). The money saved from the closing of village 
schools should be used to improve the infrastructure of 
rural areas, such as roads to facilitate communication and 
promote commerce. The children of the peasants should be 
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only instructed in Christian doctrine by the parish priest, 
or by the sexton, on Sundays and holy days (p. 130). Even 
though one might expect from a brilliant mind a more 
liberal concept, Dr. Sanches' ideas on universal education 
were construed within the framework of the political 
ideology of enlightened despotism, and upward mobility was 
not one of its major tenets. 
Ribeiro Sanches identified three types of schools: 
those designed to teach natural sciences and their 
relationship to human and social life; others to prepare 
future civil servants, where history, moral philosophy, 
social and civil law, national legislation, and civil 
economy would be taught; and finally, ecclesiastical 
schools for the preparation of the clergy. The boarding 
school was, in his opinion, the best prototype, since it 
would isolate the student from distracting outside 
influences, and would allow the state to mold students for 
its service. The royal schools should be totally supported 
by the state. In each residence, teachers would reside 
with their families (only married teachers would be hired), 
and with fifteen to twenty students. After graduation, 
some of these students would become teachers, some would 
continue their studies at the university level, and some 
others (four or five per year) would be chosen to travel 
throughout Europe, following a written educational plan of 
They would travel for four or five years and studies. 
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frequent the best European universities, which he identi¬ 
fied as being those of Edinburgh in Scotland, Utrech and 
Leyde in Holland, Gottingen and Leipzig in Germany, Stras¬ 
bourg and Paris in France. Each student, chosen for his 
would keep a diary and correspond regularly with a 
master from the royal schools (pp. 146-148). 
The curriculum of these royal schools should include, 
sacred, secular, and natural history, geography, chrono¬ 
logy, astronomy, arithmetic, algebra, trigonometry, logic, 
metaphysics, and experimental physics. These proposed 
royal schools should be established in Coimbra, Lisbon, and 
Evora. In addition, in every city or town that was a coun¬ 
ty seat, a school should be established for the teaching of 
Latin, Greek, moral philosophy, rhetoric, history, and 
geography (pp. 171-172). 
Besides the royal and county schools, two royal 
colleges should be established: one dedicated to physics, 
and the other to law. These colleges should be organized 
like the royal schools, where masters (married only) and 
students would be in residence, totally dedicated to their 
studies. The best students would be chosen to travel in 
Europe (pp. 163-164). This program of giving students 
scholarships to study abroad had long roots in Portugal, 
but had been practically discontinued since the 
introduction of the counter-reformation measures in the 
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country. King John V revived the system. Ribeiro Sanches 
made it one of the cornerstones of his educational program, 
because it was a way of lessening the effects of the 
isolation of the country from the major European centers. 
The sons of the nobility should be educated in a 
military school, to be called Corps of Cadets, or Military 
School, or College of Nobles. This school should be 
located as far away from the court as possible, to prevent 
students from being constantly visited and influenced by 
parents, and to separate them from the attractions and 
distractions of the capital. The rules to be established 
were spartan: no student would have a servant; all 
assigned living quarters, those of the governor, as well as 
those of the students, would be alike; all materials and 
goods used and consumed in the college would be of national 
provenance; the student body should be organized in 
companies of around twenty-five each, and follow military 
discipline; everybody would wear uniform; all students 
would eat communally, and no food would be allowed in the 
rooms; no student would be allowed to visit the room of 
another; no physical punishment would be allowed. 
Students should be admitted only after they were twelve or 
fourteen years old. The curriculum should be taught in 
twenty lessons over five days (Monday, Tuesday, Wednesday, 
Friday, and Saturday): five lessons of Portuguese grammar 
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(to write "with propriety and elegance"), of Latin, 
Spanish, French, and English; three lessons of arithmetic, 
geometry, algebra, trigonometry, etc.; three lessons of 
geography and history; two or three lessons of fortifica¬ 
tion engineering, military, naval, and civil architecture, 
"with instruments and models necessary to learn these 
sciences;" two lessons of hydrography, nautical sciences; 
five lessons of physical education: dance, fencing, 
equitation, and swimming. Thursdays would be spent in 
military exercises. In addition, moral philosophy, social 
e civil law, should also be taught. Some teachers should 
be of foreign birth, especially from Switzerland, and their 
Protestant religion should constitute no hindrance (pp. 
195-197). The main goal of this College of Nobles would 
be: 
That the nobility and the gentry may be so 
well educated, and so tempered, that they 
will obey their country's laws, their 
superiors, so that they no longer believe 
that they should be rewarded for belonging 
to this or that house; and it should be 
ingrained in them that only by their own 
merit could they ascend to positions and 
honors, for which their education prepared 
them (pp. 193-194).38 
The interdependence between education and government 
also meant that professional positions had to be made 
available for graduated students, so that their skills 
could be put to the service of the state. As Dr. Sanches 
proposed: 
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The State should provide for positions 
designed to promote agriculture, commerce, 
and industry; soldiers should be paid 
double or triple to build roads; the mouths 
of rivers, that enter the sea, should be 
unclogged, so that fields which are 
converted in lagoons, mires, and swamps, may 
be drained; then, architects, engineers, 
machinists, accountants, inspectors, clerks, 
secretaries, and another great number of 
people employed in these works, will be 
needed, and internal commerce and 
agriculture will increase (pp. 155-156).39 
The work and the influence of the estrangeirados 
brought Portugal into closer contact with Europe. The 
study of foreign languages flourished. In 1679 the first 
Portuguese grammar of French was published; in 1701 the 
first dictionary of English-Portuguese, and vice-versa, 
appeared; and in the 1730s grammars of Italian and Dutch 
were printed (Marques, 1976, p. 410). 
The publication of the first newspaper, the Gazeta de 
Lisboa. was initiated in 1715, and flourished for more than 
a century. The appetite for foreign news filled its pages, 
sometimes to the detriment of national information. Polit¬ 
ical censorship, however, prevented the full development of 
a free and critical press (Marques, 1976, p. 383) . 
The new discoveries in the field of natural sciences 
excited the minds of many people from many walks of life, 
who had been forced by a sterile and monolithic intellec¬ 
tual ism to lay dormant for two centuries. King John V, who 
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reigned for forty-four years (1706-1750), embarked the 
country on the road toward progress and renovation. 
Besides his support of an educational system, parallel and 
opposed to that of the Jesuits, he instituted several great 
libraries: he organized one in his own palace (the Royal 
Library) with many thousands of books; he founded the 
monumental library of the Monastery of Mafra with thirty 
thousand books; and created the magnificent library of the 
University of Coimbra (1716-1725), having doubled the 
amount allocated for the acquisition of books. Many of 
these books were of Portuguese origin, but many others came 
from Europe. Just in 1731, twenty thousand books entered 
Portugal through the port of Lisbon (Afonso, cl970, pp. 
305-306). He commissioned Dr. Jacob de Castro Sarmento, an 
estranoeirado residing in London and a member of the Royal 
Society, to translate the fundamental work of the scienti¬ 
fic movement, Bacon's Novum Organum. In 1709, Fr. Barto¬ 
lomeu de Gusmao invented a flying machine which ascended 
to the ceiling of the ballroom of the royal palace, and 
later repeated the experience in the open air. People 
without access to the royal ballrooms could attend the many 
conferences offered in most urban centers, such as those 
promoted in 1725 by an English lecturer, who announced, in 
pamphlets distributed throughout the city of Lisbon, that 
through experiments realized with his copious scientific 
gadgetry, people would learn more in an hour than in many 
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months of theoretical explanations (Marques, 1976, p. 413, 
Saraiva, 1979, pp. 240-241). 
Some of the greatest media for the propagation of 
these new ideas, which emphasized empiricism over meta¬ 
physics, technology over art, and reason over faith, were 
the many cultural organizations that sprung throughout the 
country, designed to promote the discussion, study, and 
diffusion of humanistic and scientific issues: the aca¬ 
demies. In 1620 we have notice of the Academy of the 
College of Evora, which lasted until 1657. Others follow¬ 
ed: in 1628, the Academy of the Singular Ones (Singulares) 
for the study of poetry; in 1647, the Academy of the Gen¬ 
erous — poetry, classical authors, oratory; in 1696, the 
Academy for Discreet and Erudite Conferences — general 
themes; in 1716, the Academy of the Illustrious — lit¬ 
erature and philosophy; in 1717, the Portuguese Academy — 
general issues. Numerous others were organized, not only 
in Lisbon, but in cities and towns throughout the country, 
such as Guimaraes, Setubal, Moncorvo, Braga, Pena-fiel, 
Bahia, Rio de Janeiro, Ponte de Lima, Coimbra, Viseu, Beja, 
Abrantes, or Aveiro. They promoted the study and 
discussion of various subjects, such as history, litera¬ 
ture, scientific problems, medicine, religion, theater, 
philosophy, or the classics (Marques, 1983, pp. 329-330). 
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The most important academies, however, were the Royal 
Academy of History, the Arcadia Lusitana, and the Royal 
Academy of Sciences. The Royal Academy of History, 
instituted by King John V, received generous endowments and 
privileges from the king: it had its own printing press, 
revenues, and exemption from censorship. it published 
several important works of research: between 1735 and 
1749, Antonio Caetano de Sousa published a Genealogical 
History of the Portuguese Royal House, Diogo Barbosa 
Machado published the first general Portuguese biblio¬ 
graphy, Bibliotheca Lusitana (1741-1759), and Rafael 
Bluteau organized the first dictionary of the Portuguese 
language (1712-1728). The Arcadia Lusitana (1756) was 
organized by intellectuals, mostly of bourgeois origin, for 
the definition and diffusion of classicism, and many of its 
members wrote and published some of the most important 
literary works of the period. The Royal Academy of 
Sciences, founded in 1779 by the duke of Lafoes and the 
Abbe Correa da Serra, was the most representative of the 
principles of the Enlightenment. As Marques (1976) 
explains: 
One of its purposes was to relate the 
university to the development of economic 
and scientific research. It first had three 
sections: for Natural Sciences, Mathematics, 
and Literature. It organized a scientific 
museum and an excellent library with foreign 
and Portuguese books; participated in or 
fostered numerous projects of economic, 
scientific, and health reform; and had 
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contacts with academies and institutions in 
Europe and America. It defended the 
economic doctrines of the physiocrats and a 
complete change in the feudal agrarian 
regime. To a certain extent it favored 
freedom of trade and industry against the 
monopoly system (p. 411). 
The generalized preoccupation with cultural and 
scientific development is contemporaneous with the major 
royal efforts to centralize political power in the crown. 
These efforts followed guidelines very similar to those of 
King John III: secularization of the educational system, 
gallicanism, centralized economic planning, supremacy of 
the crown over all of the other social classes, development 
of an efficient and effective state bureaucracy. The 
achievement of such goals was largely predicated on the 
emergence of a well educated elite, totally dependent on 
the crown, and, therefore, of expected loyalty. In the 
process, the church hierarchy would have to be brought 
under control, the pope's influence diminished, or even 
annulled, the power and prerogatives of the nobles greatly 
reduced, and their offspring educated under the auspices of 
the king, as a subservient military caste. This process 
started in earnest under King John V and was completed 
during the reign of his son, King Jose I. 
Like his relative, King John III, John V was portrayed 
by his critics as intellectually and physically obese, 
religiously fanatic, and a fairly incompetent monarch, more 
303 
interested in the lascivious pursuit of his favorite nun at 
Odivelas, than with proper affairs of state (vide Martins, 
1972, pp. 437, 439-446). In spite of his attributed many 
weaknesses and vices (and he definitely had them in great 
abundance), King John V was certainly preoccupied with 
bringing Portugal to parity with Europe. He gave to the 
modernization of schooling an enormous impetus, with his 
determined and substantial support of the Oratorians; he 
endowed the Portuguese cultural establishment with monu¬ 
mental, current, and eclectic libraries; he lessened the 
influence and grip of the censor with the exemption of 
institutions from his control; he reorganized the army 
(1707), and the navy (1713); he prevailed over the Holy 
See, having broken relations for four years, and re¬ 
established the king's right to authorize the publication 
of any papal disposition (beneplacitus regis), which had 
been abolished in 1489; he re-organized the system of 
government, by abolishing the government by councils (basis 
of the nobles' political power), and replacing them with 
three secretaries of state under his direct control 
(Marques, 1976, p. 394, Ameal, 1974, pp. 456-461). 
The centralization of power in the crown created a 
significant social and political imbalance, since all the 
living forces of the nation, with the exception of the 
state, lost the ability to influence the government of 
their lives. The paradox of these policies — enslavement 
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of freedom, and concomitant development of the intellect - 
-could only heighten social tensions and the sense of 
personal, as well as social, frustration. Critics 
abounded. Many fled, others, very few, dared to criticize 
the king. One of these, the poet and playwright, Antonio 
Jose da Silva, a new-Christian, staged a play in Lisbon 
where Portugal was depicted as the Island of Lizards, and 
the king, as the Great Governor of the Island of Lizards. 
The play was an enormous success, the people laughed 
heartily in the theater, but the king did not enjoy the 
humor, and the poet later paid with his life, at the hands 
of the Inquisition (always an obsequious royal tribunal 
when the task was repression), for this and other flights 
of genius (Martins, 1972, pp. 454-455). 
Silva's metaphor was genial. Development was being 
attained at a very high price: at the cost of freedom, of 
dignity, of reason itself. For the spirit to be free, 
political freedom must follow. The relative systemic 
balance of the post-restoration era was threatened again. 
Royal despotism was, thus, not a direct result of the 
Enlightenment, but its contemporary. The doctrine of royal 
despotism was the technological response to the over¬ 
whelming complexity of XVIIIth century life, fostered and 
spurred by demographic changes, new economic expansion, the 
industrial revolution. The need to address the many 
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demands of public administration, and a renewed interest in 
the classic political philosophies of the Caesars, allied 
to the preoccupation with order at all costs of the 
mechanistic model so prevalent at the time, predicated the 
emergence of a system of government based on the transfor¬ 
mation of traditional royal absolutism. Marques (1976) 
explains this last point quite succinctly: 
(...) the doctrine that the king's authority 
was boundless and that the limits of the 
state's power were the state itself. (...) 
Despotism claimed that usages and customs 
played no part at all? it avowed that the 
laws of nature were interpreted by the king, 
that the laws of God were deposited in the 
king himself with the Church's submission to 
his will, and finally, that the laws of the 
realm did not bind the monarch (p. 406). 
King John V's policies were designed indubitably along 
these lines, but it was during the reign of his son, Jose 
I, that they were brought into full fruition. 
On July 31, 1750, King John V died, and on August 3, 
1750, Sebastiao Jose de Carvalho e Melo, later to become 
the Marquis of Pombal, was appointed by the new king to 
become secretary of state for foreign affairs and war, but 
with the powers of a prime-minister: he was to supervise 
all "political arithmetic" (Saraiva, 1979, p. 242, Ameal, 
1974, p. 473). Carvalho e Melo, born in Lisbon on May 13, 
1699, was a member of the provincial nobility, and had 
pursued a very active and highly successful diplomatic 
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career in London and Vienna. One of his mentors, D. Luis 
da Cunha, Portugal's ambassador to France, and one of the 
leading national figures of the time, had recommended 
Carvalho e Melo for a government appointment. And so, at 
the age of fifty one, the future Marquis of Pombal assumed 
power, and for twenty seven years governed alone, as an 
enlightened despot, always in the name of his king, an 
imperious ruler without a crown, and at the end of his 
days, entered the pantheon of the national mythology. 
Pombal did not waste any time. He had an agenda, and 
he was ruthless in its accomplishment. The nobility, 
disdainful of his beginnings, was denied access to 
governmental or diplomatic posts, and the number of titles 
granted and renewed continued to decrease sharply. The 
clergy had been enfeebled by John V's corrupting largesse. 
The people did not have any effective political voice, 
since there was no recent memory of the cortes. Still, the 
old nobility was powerful and intrigued with the king; the 
Society of Jesus was still a tremendous force, as was the 
Inquisition. The crown was the most powerful institution, 
but it was not yet supreme. With relentless determination 
he went about the consolidation of his power (which he 
identified as the power of the state) , and waited for the 
right moment to strike. It finally came. 
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On November 1, 1755, the earth shook violently under¬ 
neath the ancient city of Lisbon. Within minutes two- 
thirds of the old burg lay in ruins, and a firestorm added 
to the destruction. Amidst the flaming rubble and the 
utter destruction the Minister stood up and seized the 
moment. Order was maintained, peace re-established, confi¬ 
dence restored. On the day following the disaster he was 
already planning the reconstruction. A new city, wide, 
geometric, modern. A new vision of prosperity, of planned 
development, of a reasonable state upon a reasonably sub¬ 
missive and contented nation. A new time, a new place, a 
new era. The new city was to be the blueprint for the new 
state. With his architects, plans were drawn, and the 
final project had the date of June 12, 1758: wide and 
linear streets, uniform building elevations, sameness of 
appearance, the beauty of symmetry. No palaces to mar the 
desired social uniformity, but also no plants on 
windowsills. 
To the devastating earth tremors, Pombal responded 
with a political earthquake of no smaller dimensions. As 
he cleared the physical rubble from the streets, so did he 
remove the political obstacles which were impeding the 
linear progression of his action. From that moment on, 
there was to be no doubts, no hesitations, no remorse. The 
people, the Jesuits, the nobles, and the church were going 
to feel in the flesh the mark of the crown's determination 
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to rule supreme over an intellectually developed, economic¬ 
ally progressive, industriously active, and politically 
submissive nation. 
The people were the first to feel the iron grip of 
Pombal. They rose in rebellion in the city of Oporto to 
protest certain policies of the new Company of Wines. 
The state ruled, people merely lived. In the hierarchy of 
priorities, as understood by the doctrines of despotism, no 
other answer was viable. The army was send in, order 
restored, arrests were made, summary trials conducted, and 
thirty men and women were hanged. 
The justice of despotism did not stop there. The 
king's confessors were three Jesuits, and they certainly 
did not miss any opportunity to raise innuendos about the 
loyalty of the Minister, cast doubts on his true motives, 
raise the specter of religious terror, upon the king's 
genuflected ear at the confessional. The Marquis' investi¬ 
gators found ways to implicate the confessors in the 
rebellion of 1757, and one day, on September 21, 1757, 
at the stroke of midnight, the priests were, quite uncer¬ 
emoniously and literally, thrown onto the street (Martins, 
1972, p. 467). In February of 1758, Carvalho e Melo opened 
in Rome proceedings against the Jesuits. In April, the 
pope appointed cardinal Saldanha, the Patriarch of Lisbon, 
to reform the Society of Jesus. In May, the cardinal 
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forbade them from engaging in commercial activities. in 
June, the Patriarch of Lisbon prohibited the priests to 
preach and confess. The Jesuits appealed to Rome, but 
Pombal had exerted immense pressure on the curia, and had 
instructed his ambassador not to spare any expense in this 
matter, since, as he said, money was more effective than 
soldiers. Besides, the stakes were very high. The Jesuits 
interfered constantly in the administration of the 
colonies, especially in Brazil, and their political support 
in the nation was minimal. 
On September 3, 1758, the king is the object of an 
attempted assassination. He escaped badly shaken, wounded, 
but alive, and Carvalho e Melo seized another golden 
opportunity. He could not be wrong. So much luck was 
unthinkable. Scores of people were arrested, access to the 
king was denied, torture of prisoners, and even of wit¬ 
nesses, produced startling confessions, and after a highly 
irregular trial, on January 13, 1759, one duke, two mar¬ 
quis, one marchioness, one count, and several of their 
clients and servants were executed after suffering excru¬ 
ciating tortures and mutilations (Marques, 1976, p. 422, 
Saraiva, 1979, p. 245). For the second time, a duke of 
Aveiro had paid with his life his opposition to the crown. 
The Jesuits were again implicated. On January 19, 
1759 their possessions were summarily confiscated. On the 
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20th of the same month, the Minister sent letters to Rome 
requesting the right to submit them to trial, and to an 
already decided verdict, in royal court. The pope hesita¬ 
ted, but not the Minister. On June 28, 1759, the Jesuits 
were forbidden to teach, and on September 3, they were 
arbitrarily expelled from Portugal and from its dominions 
beyond the sea. In the same year, a grateful king, raised 
Carvalho e Melo to the ranks of the high nobility by making 
count of Oeiras. He was made Marquis of Pombal in 1770 
(Saraiva, 1979, p. 243, Martins, 1972, p. 468-469, 
Marques, 1976, p. 422, Costa, 1900, p. 109). 
The expulsion of the Jesuits from Portugal had serious 
consequences for the Portuguese educational establishment, 
since they controlled the largest organized system of 
schools. Pombal, however, moved swiftly and adroitly, and 
the educational policies which came about as a response to 
the crisis remain as one of the most thorough, far-reaching 
overhauls of the educational complex ever undertaken in 
Portugal. Pombal believed in the duality of public and 
private schools. On March 15, 1755, he extended the 
permission previously given to the Oratorians, to all other 
religious orders (Costa, 1900, p. 104). The royal warrant 
of June 28, 1759, which interdicted the Jesuits from 
teaching, thus closing all of their schools and "abolishing 
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even the memory of the same, as if they had never existed," 
also established classes of Latin, Greek, Hebrew, and 
rhetoric in all county seats. These classes were to be 
given by state certified teachers, and for this purpose, on 
August 15, 1759, Pombal created royal teachers, charged 
with the examination of candidates to the new teaching 
positions. 
All Jesuit textbooks were replaced. The Latin 
teachers were also charged with the teaching of Portuguese 
language, and primary teachers were to instruct students in 
handwriting, orthography, arithmetic, Christian doctrine, 
and good manners (Costa, 1900, p. 108, Almeida IX , p. 425, 
Marques, 1976, p. 413). By the royal warrant of March 15, 
1760, the Royal College of Arts, founded by King John III, 
was moved from the buildings it had occupied under the 
administration of the Society, and provisions were made for 
its reopening (Almeida, 1927, p. 427). 
In the meantime, the pope protested vehemently 
Pombal's action against the Jesuits, and the Minister 
answered with the expulsion of the papal nuncio in June of 
1760, and of all subjects of the Papal States in September. 
Diplomatic relations with Rome remained broken until 1769. 
The church was to suffer another humiliation when Pombal 
ordered the arrest of the inquisitor-general, an illegiti¬ 
mate son of the late King John V, and threatened to execute 
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him (Martins, i972, p. 470, Marques, 1976, p. 421, Saraiva, 
1979, p. 246). 
The political and diplomatic attitudes of the Minister 
toward the church in Rome were a continuation of those 
pursued by King John V, and they reflected the gallican 
tendencies of enlightened despotism. It has been suggested 
that Pombal was sympathetic, or even a strong supporter of 
Jansenism, and that he may have shared with Fr. Antonio 
Pereira de Figueiredo, the dream of creating a Lusitanian 
church. 
The Minister meanwhile mobilized his entire diplomatic 
corps to pressure the pope into abolishing the Society, and 
to this end was able to obtain the support of France and 
Spain. Finally, on July 21, 1773, After numerous 
diplomatic maneuvers, in the bull Dominus ac Redemptor 
noster, the Clement XIV abolished the Society of Jesus 
(Ameal, 1974, p. 488-489, Saraiva, 1979, p. 246). 
Around that time, Pombal felt strong enough to tackle 
his final adversary: the tribunal of the Inquisition. In 
1768, the distinction between old and new Christians had 
been abolished, and in the following year, the Inquisition 
was converted into a royal court, completely controlled by 
the state. The Minister appointed his brother, Paulo de 
Carvalho, a layman, as inquisitor-general. In 1774, the 
new regulations of the Inquisition abolished the public 
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autos-de-fe and the death penalty (Marques, 1976, p. 402). 
A year earlier, by the royal warrant of January 16, 1773, 
the Great Marquis had abolished slavery in the kingdom, 
making Portugal one of the first European countries to have 
done so (Costa, 1900, p. 124). 
While the war with the Jesuits and with the Holy See 
was raging, Pombal continued the struggle to build a sound 
and modern educational system. On March 7, 1761, following 
the advice and plan of Dr. Ribeiro Sanches, he created the 
Royal College of Nobles. The college was designed to 
accommodate one hundred students of noble birth, who could 
read, write, and pay tuition, and were from seven to 
thirteen years of age. The administrative structure was 
comprised of a rector, a vice-rector, a dean of studies, 
and several assistant deans. The curriculum consisted of 
Latin, Greek, rhetoric, poetry, logic, history, French, 
Italian, English, arithmetic, geometry, trigonometry, the 
theories of Archimedes, the six books of Euclid, algebra, 
integral calculus, analytical geometry, optics, astronomy, 
geography, nautical sciences, physics, drawing, military 
and civil architecture, equitation, fencing, and dance 
(Almeida, 1927, pp. 229-230, Serrao, 1981, p. 19, Marques, 
1976, p. 414, Saraiva, 1979, p. 249). 
Despite his best efforts, the implementation of the 
act of June 28, 1759 was a gargantuan task, and the system 
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still lacked the cohesion of an adequate administrative 
structure. In 1768, Pombal reorganized the Royal Board of 
Censorship (Real Mesa Censoria), and place under its aegis 
the management of all primary and secondary education 
(Marques, 1976, p. 415). In 1770, Pombal initiated the 
reform of the University of Coimbra, the only one in 
existence, since the University of Evora had been closed as 
a result of the expulsion of the Jesuits. On December 23, 
1770, Pombal promulgated a royal warrant which appointed a 
commission to assess the state of the University of Coimbra 
and to make recommendations for its reform. This commis¬ 
sion, Junta de Providencia Literaria (literally, Board of 
Literary Providence), under the supervision of the cardinal 
da Cunha and of Pombal himself, was constituted by some of 
the most distinguished intellectuals of the time, men like 
the bishop of Beja, the Oratorian Fr. Manuel do Cenaculo, 
and had the advise and collaboration of Dr. Ribeiro 
Sanches, and of Fr. Luis Antonio Verney. The results of 
the inquiry were published in 1771, in a book which was a 
highly partisan libel against the Jesuits (Almeida, 1927, 
p. 340, Marques, 1976, p. 414). 
On August 28, 1772, new statutes replaced those given 
to the university by King John III, almost two hundred 
before. The reform of Pombal was radical. The years 
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existing schools of theology, canons, law, and medicine 
were restructured. The historical method was introduced in 
the instruction of law, and the teaching methodology of 
medicine was founded on a practical and empirical basis. A 
"theater of anatomy" was established, and the city's public 
hospital was annexed to the university, to allow for a 
closer contact between students and patients. Two new 
colleges were added: mathematics and natural philosophy, 
which included the disciplines of natural sciences, 
experimental physics, and chemistry. In addition, the 
reform created an astronomical observatory, laboratories 
of physics and chemistry, a botanical garden, a pharmacy, 
and a press of its own for the university (Marques, 1976, 
p. 414, Saraiva, 1979, p. 250). The use of books was made 
compulsory, foreign textbooks were translated, and the 
methodology proposed for all subjects brought a breath a 
fresh air into a semi-moribund institution. Some of the 
instructions for teachers of experimental physics and 
chemistry, for example, read as follows: 
And the teacher will assure that the 
students are not merely spectators; but they 
must work and perform the same experiments 
by themselves; so that they may be formed in 
the pleasure of observing nature; and they 
themselves must contribute to the advance¬ 
ment and progress of science. Science is 
neither enriched by empty systems, nor by 
idle speculations, but with real discov¬ 
eries, which cannot be realized but through 
observation, experimentation, and work 
(cited in Afonso, cl970, p. 312). 
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In the spirit of enlightened despotism, and as translated 
into Pombal's style, the reform was radical and intran¬ 
sigent. It set the empirical method as the only one 
possible and allowed, thus negating any validity to the 
study of speculative philosophy, as we know it today. This 
tendency was brought to its extreme, when in 1791, after 
the death of Pombal, the discipline of Philosophy was 
abolished and replaced with the chairs of botany and 
agriculture (Marques, 1976, p. 416). Be this as it may, 
Pombal's reform of the university was, and must be, 
considered as one of the most daringly progressive of his 
time in Europe. 
The educational reforms of 1772 did not end with the 
reorganization of the university. The act of June 28, 1759 
had created royal classes of elementary education in all 
county seats, and others of Latin and Greek in the major 
centers. This act was meant to fill the gap left by the 
expulsion of the Jesuits. On November 6, 1772, Pombal 
promulgated the royal warrant which created a national 
system of elementary and secondary schools, one of the 
first in the world. This law established the following 
principles: 
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(a) the provision of instruction in accordance with 
the social function of the student; 
(b) the strengthening of the administrative structure; 
(c) the establish-ment of an elementary school in each 
county seat; 
(d) the professionalization of teachers; 
(e) the establishment of a system of supervision and 
inspection; 
(f) the adequate funding of the educational system. 
Following Dr. Ribeiro Sanches, Pombal divided the 
population into three categories: the first group was 
formed by the sons of peasants and industrial workers, 
whose future social function did not require any formal 
schooling; to these, "the arms and hands of the body 
politic (...) it will suffice the instruction of the parish 
priests." The second group included all those who merely 
needed elementary schooling; to the third group belonged 
all those destined to continue their studies at the 
university level, and later occupy high administrative 
positions. These last group would frequent the royal Latin 
schools as preparation for the university. 
The act of November 6, 1772, created the following 
teaching positions: 
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Table 1 
Schools Created by the Reform of Pombal 
Teachers Kingdom Colonies Islands TOTAL 
Primary 440 24 15 479 
Latin 205 21 10 236 
Greek 31 4 3 38 
Rhetoric 39 7 3 49 
Philosophy 28 4 3 35 
TOTAL 743 60 34 837 
One year later, the governmental order of November 11, 
1773, added 46 more schools to the kingdom and 1 in the 
islands (Saraiva, 1979, p. 249, Costa, 1900, p. 259). 
The Royal Board of Censorship was restructured to 
provide adequately to the administrative needs of the 
system. Its new duties included, the examination and 
certification of all public and private school teachers, 
and the inspection of schools to assure that all official 
dispositions were being followed. Its staff was added with 
"expert chorographers" who were responsible for designing 
the system's network of schools, in accordance with the 
demographic census of the kingdom. The position of 
school teachers of little social status was enhanced: 
teachers were to be called royal masters, and receive 
adequate pay (Costa, 1900, p. 105-106, Almeida, 1927, 
p. 427). 
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Four days later, on November 10, 1772, the Minister 
published another law and two warrants, creating an 
educational tax, "literary subsidy," and establishing the 
proper bureaucratic structure for its collection and 
distribution. The "literary subsidy" was to be levied on 
wine, aquavite, and vinegar. A board, constituted by the 
president and three deputies of the Royal Board of Censor¬ 
ship, plus a treasurer, a secretary, and a clerk, was 
established to administer the revenues, and it is interest¬ 
ing to note that the bureaucratic institution charged with 
the administration of the schools, was the same with the 
authority to collect taxes, and to administer them. In 
fact, this board was given jurisdiction, authority, and 
privileges similar to those of the royal secretariat of the 
treasury. The preamble to one of these warrants stated the 
educational system's need of funds, "of whose regular 
collection and well ordained distribution depend and will 
always depend the elements of happiness of my kingdoms and 
dominions, and of their vassals ..." (Costa, 1900, p. 
257).41 
The system worked well. The Minister had calculated 
that the educational reform would have a total cost of 
100,730$000 "reis", of which 84,630$000 were to be allo¬ 
cated to continental Portugal. In 1777, five years after 
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its enactment, the amount of revenue in the continent alone 
was already sufficient to cover the expenses of the whole 
system (100,000$000), while the outlays for the same region 
totalled 62,520$000 in 1776, and around 75,000$000 in 1777 
(Almeida, 1927, p. 429). These figures suggest that not 
only were the schools properly funded, but that the plan's 
implementation rate of success was around 74% for 1776 and 
89% for 1777, without any allowances for inflation. 
Besides creating the state's public system of 
education, Pombal also encouraged the religious orders to 
open their schools to the public, at least while they did 
not incur his displeasure. These monastical schools had, 
however, to submit to the scrutiny of the state and to 
follow the prescribed official curricula and methodology. 
In the royal warrant of March 1, 1776, which approved the 
educational plan of the Monastery of Alcobaga, home to one 
of the oldest and most prestigious monacal schools in the 
kingdom, one can read the following words: 
The instruction of Portuguese youth, which 
the monasteries provided throughout the 
centuries in public schools of virtue and 
knowledge, is going to start again in 
Portugal, with schools, with colleges, with 
doctrines and methods, which for almost two 
centuries laid in the darkness of this 
horizon, until the happy reign of his 
majesty King Jose I. (in Costa, 1900, pp. 
113-114),42 
( 
Pombal's educational reforms were also felt in other 
and more specialized areas. Following the principle that 
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the extent and content of education was directly related to 
the student's future social function, Pombal, in 1751, 
charged the Board of Commerce to organize a School of 
Commerce (Aula de Comercio) to prepare the young bourgeois 
for careers in the business world. The curricula included 
mathematics, accounting, and principles of currency ex¬ 
change, in addition to the more traditional subjects. In 
1763, schools were opened annexed to all artillery regi¬ 
ments, as established in the plan of the Count of Lippe, 
commander of the Portuguese army. In 1764, a Nautical 
School (Aula Nautica) was created in the city of Porto, 
which, reorganized in 1803, became the Royal Academy of 
Nautical Studies and Commerce (Real Academia da Marinha e 
Comercio). On September 28, 1768, by royal warrant, Pombal 
created the Royal Press with the following proviso: 
"The press should not strive for great profits, since the 
purpose of the new establishment is to to promote the 
letters and to build a publishing enterprise useful to the 
people through its productions"^3 (Costa, 1900, p. 116, 
Ameal, 1972, p. 495, Saraiva, 1979, p. 248, Serrao, 1981, 
p. 19). According to D. Antonio da Costa (1900), a direct 
descendant of the Great Marquis, and the first Minister of 
Public Instruction, Pombal had projected and allocated 
funds for the establishment of schools for girls, as 
indicated in the consultation of the Royal Board of 
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censorship of August 3, 1772. Its implementation, however, 
did not occur during his consulate. 
On February 24, 1777, King Jose I died. Poiubal was 
almost an octogenarian. Queen Maria I acceded to the 
throne, and the Great Marquis, as he was by then known, was 
summarily dismissed on March 4, 1777. The doors of the 
prisons were open, and some hundreds of political prisoners 
were freed. The enemies of the Minister wanted him judged 
and condemned for abuse of power and other crimes. Maria I 
hesitated. Finally, he was brought before a tribunal and 
severely interrogated from October of 1779 to January of 
1780, and found guilty of having abused his powers. The 
Queen banished him to his estates in Pombal. There, on May 
8, 1782, the old lion died. 
The government of Maria I continued the educational 
policies of the Great Marquis. The number of schools grew 
to 720 in 1779. The Royal Board of Censorship was 
abolished, and the General Directorate of Studies and 
Schools created in its place. In 1779, the Royal Navy 
Academy was established. In 1780, Pina Manique was 
appointed to the Post of General Intendant of the Court and 
Kingdom Police (a post created by Pombal in 1760), and 
brings about two great improvements to the city of Lisbon: 
in the same year of his appointment he installed the city's 
first system of public illumination, and founded the Real 
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Casa Pia de Lisboa (literally, the Royal Pious House of 
Lisbon) . The purposes for which the Casa Pia was founded 
were: to shelter the beggars of the city; to serve as a 
home for abandoned children and adolescents; and to serve 
as a cultural and educational center. It provided tech¬ 
nical and vocational training; it maintained an elementary 
school, another of commercial accounting, and still another 
for the teaching of modern languages and sciences. It 
financially supported a college in Coimbra, another of fine 
arts in Rome, and still other colleges of medicine in 
England and in Denmark. The success of this institution 
was enormous, and it still is. For its remarkable work in 
educating the sons of the poor, the Casa Pia has been 
considered a truly "plebeian university" (Saraiva, 1979, p. 
257, Marques, 1976, p. 416, Serrao, 1981, p. 20, Afonso, 
C1970, p. 316). 
In 1780, two enterprising spirits decided to open a 
school for the drawing of the nude human figure. Francisco 
Vieira and Andre Gongalves did not count, however, with the 
violent reaction of the people, who stoned the house even 
before a session could take place. Another daring man, 
Cirilo Wolkmar Machado was luckier. He rented some rooms 
of a Lisbon palace, and enlisted the support of the 
enlightened duke of Lafoes, as well as of the major-ity of 
the royal court. This time the house survived, but the 
first male model barely escaped with his life. After a few 
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sessions, some forceful members of the masses, indibi-bly 
not aesthetically inclined, assaulted the poor fellow, and 
left him in a miserable state. But the organizers did not 
desist. After some convincing, another male model was 
found, and the Academy of the Nude was finally established 
on May 16, 1780. It was later incorporated into the Casa 
Pia (Marques, 1983, p. 340, Afonso, cl970, p. 316). 
The government of Queen Maria I did not forget 
Pombal's plan for the establishment of schools for girls, 
and on May 3, 1789 it promulgated a law creating those 
schools. The implementation of the law had to wait, 
however, another twenty five years, until the dispatch of 
February 13, 1815 established 19 schools for girls in the 
city of Lisbon (Costa, 1900, p. 143, Afonso, cl970, p. 
317). On February 29, 1796, another project of Pombal was 
implemented, when the Royal Public Library was established 
with the books of the Royal Board of Censorship, generously 
augmented. In 1798, the Royal Observatory of the Navy was 
established, and between 1782 and 1803, some other schools 
were also founded! the Royal Academy of Fortification and 
Design (to train army officers), a school of fine arts in 
Porto and another in Lisbon, the Royal School of Drawing 
and Civil Architecture, the Academy of Geography, the 
School of Surgery annexed to the Hospital of St. Joseph in 
Lisbon (Afonso, C1970, p. 317, Saraiva, 1979, p. 257, 
Marques, 1976, p. 416). 
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This great outburst of educational reform was soon to 
come to an end. The eruption of the French Revolution of 
1789, and the execution of the French royal family, threw 
the queen, the court, and the government into the paroxysms 
of fear. The enemy now, was not of a religious nature, but 
political: it was godless liberalism. General Intendant 
Pina Manique initiated a relentless and brutal policy of 
repressing people suspect of harboring the new ideas. The 
terror of the new inquisition spread throughout the land, 
and was felt by everyone. The gifts of the intellect were a 
danger again, and the schools suffered greatly. In 1794, 
the General Directorate of Studies and Schools lost control 
of the collection and administration of the "literary 
subsidy" in favor of the secretariat of the treasury, which 
used many of the funds for purposes other than the 
maintenance and expansion of the schools. As a result, 
many schools were closed, and others entrusted to the 
religious orders, or to other members of the clergy. The 
Directorate of Studies raised also enormous obstacles to 
the opening and functioning of private schools, those 
"seminaries of corruption and impiety." 
The fires of revolution which embroiled Europe, threw 
Portugal, enfeebled by fear and practically leaderless, 
into turmoil. The country was involved in war, or in 
rumors of war, from 1795. In 1799, Queen Maria I, always 
326 
of a weak mind, became mad, and Prince John, a weak man 
married to a wicked princess of Spain, who plotted with the 
opposition and who bore sons of disputable paternity, 
assumed the regency of the realm. The kingdom, rudderless, 
continued to deteriorate. The people protested the closing 
of schools; the Directorate of Studies reguested in 1801 
the creation of 200 schools, but between 1809 and 1820 only 
21 were opened (re-opened). 
On November 19, 1807, the famous general of Napoleon, 
Junot, invaded Portugal. There was, practically no 
organized resistance. The French general forced his army 
to advance rapidly on Lisbon, hoping to surprise and to 
capture the royal family. The court, however, was to fool 
his intents, and had decided to flee to Brazil. During the 
night of November 28, with the French advance guard at the 
doors of Lisbon, amidst unspeakable confusion, the regent 
and a Spanish prince arrive alone at the docks and 
embarked. His wife followed, with her array of children, 
and finally, the old queen, mad and delirious. At dawn, 
the fleet left the harbor. Hours later, on that day of 
November 29, 1807, Junot entered Lisbon. The enlightenment 
of Pombal had come to a crushing end (Costa, 1900, p.138- 
148, Martins, 1972, pp. 513-518). 
From a certain perspective, the pombaline era had 
facilitate the triumphal arrival of Junot. helped to 
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Pombal had left a nation emasculated and without 
leadership. It is true that the bourgeoisie had achieved 
great political preeminence, but the bourgeois was a 
typical urban species. The entire kingdom lived a much 
reality, still influenced and controlled by the 
clergy, and by the landed gentry; still laboring an 
existence without a real center of confluence. Moreover, 
the concept of the all-powerful state, provider of all, 
inherited by Pombal, and by him brought to its ultimate 
conclusion, could not promote a nation sufficiently 
vigorous and determined to organize itself around a leader 
in order to fight the intruder effectively, as in times 
past. 
The Great Marquis was a man of the enlightenment. His 
legislative accomplishments, the breadth of his reforms, 
and the intellectual principles which informed all of his 
work, proved this point conclusively. He believed deeply 
in the need for national development, and that only through 
experience, work, observation, serious study, and daring 
risk taking could that goal be achieved. What he did not 
understand was that experience, and work, and observation, 
and study, and risk taking lead inevitably to discussion, 
and to dialogue, and to differing points of view, and to 
flexibility. He believed in the enlightenment as a dogma, 
not as a process, and in the end, ironically, he was as 
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guilty of breeding stagnancy as were the Jesuits he so 
strenuously fought. The hatred and the viciousness which 
pervaded the death struggle between the Society and the 
Minister, was the result of that very reason. It was a 
duel to the death between two highly dogmatic forces. It 
was the struggle between two opposing dogmas, and history 
has repeatedly shown the level of inhumanity that such 
fights can produce. Neither the Jesuits nor the Minister 
were monsters. What debased them was their inability to 
reject dogmatism as a process for living. For Pombal, the 
enlightenment was not a process to achieve development, as 
it was for Verney. It was a dogma, which meant that 
progressivism was not conceptualized as a methodology, but 
as a set of pre-ordained and immutable formulas designed to 
replace an older form judged to be obsolete. 
Pombal's concept of power seemed also to be at odds 
with the philosophy of the enlightenment. The mechanistic 
paradigm of reality strived to achieve order, equilibrium, 
and progress. These three principles defined a system well 
balanced, perfectly arranged, flawlessly functioning, and 
powered by a driving force commensurate with its para¬ 
meters. In Pombal's model, however, the system was eighty 
percent engine. The concept of power seemed also to 
intimidate Pombal. Power appeared to him as a frightening 
■ 
commodity, to be accumulated, held captive, and displayed 
ruthlessly, not as a driving force to be used as an agent 
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of social action. In the end, power so affected him that 
b® brutalized it, and in doing so, made it trivial. 
No real development was possible, under these 
conditions, and no real development did, indeed, occur. 
Only the rich and challenging power of his words survived. 
In Pombal, word did not follow concept, as light does not 
follow shadow. That was the tragedy of the pombaline era. 
The word, however, is eternal, and the word of Pombal is 
still with us. Queen Maria I may have had such an under¬ 
standing, when she kept the word and banished the man. 
Unfortunately, however, another promising chapter of our 
cultural and educational development was left unfinished. 
Liberalism: Ideology and Reality 
The imperial armies of Napoleon invaded Portugal in 
three successive waves: in 1807, 1809, and 1810. The 
peaceful land of Portugal was raped by the destructive 
ferocity of their relentless march. Churches and monas¬ 
teries, royal tombs and palaces, ancestral homes and 
cultural institutions were pillaged, burned, broken, and 
squandered. Their senseless devastation, however, ignited 
fierce displays of resistance to the invader, and the best 
generals of the emperor (Junot, Soult, and Massena) bit the 
dust and were soundly defeated by the combined armies of 
Portugal and England. It was also in the battlefields of 
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Lusitania that Napoleon's nemesis, Arthur Wellesley, later 
to become the Iron Duke of Wellington, made his appearance 
on the world stage. The noble and valiant performance of 
Portuguese arms did not prevent the almost complete 
abasement of the country as a sovereign nation. The King, 
the court, and almost the entire administrative structure 
were in Brazil, which in 1815 became a kingdom in its own 
right, and Portugal, while apparently governed by a Portu¬ 
guese regency council, was under the real and forceful 
tutelage of the British representative, Field-Marshall 
William Beresford. 
The widespread resentment against the imperial armies 
of France was not accompanied by a total refutation of the 
ideology of the French revolution. The growing number of 
the adepts of liberalism took advantage of the national 
turmoil to augment their forces, to consolidate their 
position, and to develop a more operational organization. 
The absence of the king, and the presence of the British 
governmental usurper, rallied strong elements of the 
country around the organized focuses of liberalism. In 
1817, a conspiracy of Portuguese liberal-leaning army 
officers was uncovered by the beresfordian agents. The 
leaders were arrested, and their most prominent member, 
General Gomes Freire de Andrade, a highly respected officer 
who had served with great distinction in the Portuguese 
Legion conscripted by Napoleon, was hanged on October 17, 
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1817. The revolutionary ferment continued to rise 
unabatedly. in the northern city of Porto, a group of 
bourgeois merchants, civil servants, and army officers, 
some of these of noble birth, and all of them well educated 
and well read in the new ideas, organized themselves in a 
society (1818) — the Sinedrio (Sanhedrim) — under the 
leadership of Manuel Fernandes Tomas, a judge of the Court 
of Appeals, Jose Ferreira Borges, a lawyer, and others. 
The deterioration of the Portuguese economy, and of the 
national political life, led Field-Marshall Beresford to 
leave for Brazil and discuss the situation personally with 
King John VI. The conspirators of Porto seized the 
opportunity. On August 24, 1820, at dawn, the military 
forces in that city rebelled, and a Provisional Junta for 
the Supreme Government of the Kingdom was formed. On 
September 15, the Lisbon garrison joined the rebellion, 
and, when on October 10 the ship transporting Beresford 
anchored off Lisbon, the Junta prevented him from disem¬ 
barking, and he was forced to continued voyage toward 
England. The victorious leaders immediately proceeded to 
elect deputies to the Cortes with the specific task of 
writing a constitution. 
Liberalism in Portugal owed its triumph to a variety 
of circumstances. The Great Marquis had emasculated the 
political power of the nobility and of the high clergy, and 
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had launched the country on the educational and cultural 
adventure of the enlightenment. The Napoleonic invasions, 
bY forcing the administration to transfer its operational 
base to Brazil, had helped the spread of the ideas of the 
French revolution, and of secret societies, such as the 
Free Masonry, which were to become the backbone of the 
liberal revolution. 
The ideology of liberalism was essentially an 
intellectual movement, which pretended to create a new 
human being in a renovated society. Against the remnants 
of medieval social eclecticism, where the individual was, 
by definition, submerged in a group, liberalism proclaimed 
the supremacy of the individual, and of his (still more 
then hers) inherent rights: freedom, defined by the abil¬ 
ity to act unimpededly as long as the rights of others were 
not infringed; human development, unbounded and fostered 
by human action; hegemony of reason over all other human 
spiritual and intellectual manifestations; the laws of 
nature as the ultimate regulator of human existence. This 
glorification of the individual was reflected on a profound 
distrust of organized power, and on a conception of the 
state as an organ to be domesticated through the division 
of its attributions, and the subordination of its actions 
to a socially accepted contract: the constitution. There 
was no consensus, however, on the scope and finality of 
liberal ideologists felt the need governmental action: some 
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for a strong central government, as the best means to 
achieve social development, others believed that these same 
goals could be better accomplished through a greater degree 
of decentralization (Rocha, 1984, pp. 22-23). In the 
liberal world, all men, being equal, must also be afforded 
the opportunity to start their life's journey on a footing 
as equal to all others as possible. Education, thus, 
became a national priority, and one of the most important 
regulatory functions of the state. 
The mission of the Portuguese liberals, at the onset 
of their revolution, was of great complexity. Not only 
were the national finances in utter ruin, but the task of 
social reconstruction was of gargantuan proportions. The 
educational establishment was in disarray, and the reforms 
of the late 1700's had been greatly reduced, and sometimes 
reversed, first by the repression of liberalism, and later 
by the general state of war. The main support of liberal¬ 
ism was also, in Portugal, of diminutive proportions. 
Around 1820, the bourgeoisie comprised a mere four percent 
of the population, as shown in an estimate of 1816 (Rocha, 
1984, p. 30) which indicates the following distribution of 
occupations of all men over 17 years of age: 
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Army/Novy Office 9.0% 
Civil Servonts 47.0% 
Professionols 26.0% 
Businessmen 18.0% 
Source: Rocho (1984) 
Figure 1 
Professional Occupations of Portuguese Males - 1816 
Faced with a depleted treasury, one of the first 
educational measures of the Cortes was to decree, on June 
28, 1821, the freedom of elementary schooling: 
Whereas, the Public Treasury is unable, 
as it should, to establish schools in all 
localities of the kingdom; and wanting to 
assure the freedom that each citizen has to 
duly use his talents without prejudice to 
the public? it is thereby decreed that, as 
of this date, each citizen may freely teach 
and open primary schools in any part of this 
kingdom, be it gratuitously, or by mutual 
accord of the interested parties, without 
need for any examination, or license (in 
Ferreira-Deusdado, 1910, pp* 209—210). 
On July 3, 1821, article 37 of the basis of the future 
constitution decreed the establishment and endowment of 
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schools. In 1822, the Minister of the Kingdom, Araujo e 
Castro, affirmed in his report to the Cortes that the state 
of education was deplorable, that the kingdom needed "more 
economists and administrators," and less "theologians and 
lawyers," stating further: 
The government (...) must claim for itself 
the duty to establish schools (...) to stop 
the progress of demoralization, which, being 
in last analysis the daughter of ignorance, 
must be attacked at its origin (in Rocha, 
1984, p. 32) ,45 
These efforts resulted in the opening of 59 schools in 
fourteen months, and in the improvement of teachers' pay. 
On September 23, 1822, the constitution was published, 
establishing the following educational policies: (a) de¬ 
centralization: the municipalities had the duty to insti¬ 
tute, monitor, and provide for schools (art. 223, IV); 
(b) universality: schools had to be opened in all local¬ 
ities, to teach boys and girls, reading, writing, arith¬ 
metic, and civic and religious duties (art. 237); (c) 
freedom and responsibility: any citizen could open schools, 
but would be responsible for any abuse of that liberty 
(art. 239) ; (d) literacy and political rightsj. the right to 
vote would pertain to those who could read and write, in 
the following manner: any man who was 17 years old at the 
date of the publication, and who could not read nor write 
by the time he was 25, forfeited his right to vote (art. 
33, VI) (Rocha, 1984, p. 33). 
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The progressive policies of the constitution could not 
be implemented immediately. The majority of the nation did 
not harbor the ideology of the leading liberal minority, 
and this large party found a leader in a very high place. 
Even though King John VI swore allegiance to the constitu¬ 
tion, the Queen, Carlota Joaquina, refused to do it, and, 
using her second oldest son, Prince Miguel, as a front man 
for the party of royal absolutism, she schemed to overturn 
liberalism in Portugal. On May 27, 1823, Prince Miguel 
rebelled against the government in a military movement 
which came to be known as the Vilafrancada. Having 
succeeded, the king, his father, disbanded the cortes and 
convened a government of the moderate right. On December 
18, 1823, a decree abolished the freedom to open private 
schools. Demanding a total return to royal absolutism, the 
radical right engineered another rebellion, and on April 
30, 1824, Prince Miguel led the revolt known as the Abri- 
lada. The king, rescued through the intervention of the 
foreign diplomatic corps, was able to regain control of the 
government, and Prince Miguel left for exile on May 13. 
The reactionary movement was, however, in full gear. On 
June 25, 1824, a decree ordered an investigation of the 
moral and political deportment of teachers, which resulted 
in the closing of many schools (Ameal, 1974, pp. 576-579, 
Saraiva, 1979, pp. 279-280, Rocha, 1984, p. 33). 
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King John VI died on March 10, 1826, and the 
succession to the throne presented a problem which would 
throw the country into the abyss of civil war. King John VI 
had left his oldest son, Pedro, on the Brazilian throne. 
On September 7, 1822, Prince Pedro had rebelled against 
Lisbon, proclaimed the independence of Brazil, and assumed 
the Brazilian crown, as emperor. Having, thus, become a 
foreigner, his rights to the Portuguese crown were of 
dubious validity. His brother, Prince Miguel, was living 
in exile for his rebellions against the law and the 
government of the kingdom. The regency, appointed by King 
John VI shortly before his death, declared Emperor Pedro 
heir to the Portuguese crown. This decision was greatly 
opposed by the absolutists, who wanted Miguel, as well as 
by many others who were against the transfer of the crown 
to Brazil, were Dorn Pedro to become King of Portugal. 
The emperor engineered, however, a clever compromise plan: 
he would abdicate the kingship of Portugal in favor of his 
daughter, Princess Maria da Gloria, who was then seven 
years old, on two conditions: the country would accept a 
constitution of his own design, and his brother, Prince 
Miguel, would swear allegiance to the new law and espouse 
his niece, the Queen-to-be of Portugal. Agreement having 
been reached, Emperor Pedro published his Constitutional 
Charter on April 29, 1826, Prince Miguel made an oath of 
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fealty to the new constitution, celebrated the espousals 
with his niece, and returned to Portugal on January 22, 
1828. Once in Portugal, Prince Miguel reneged on the 
agreement. He abrogated his constitutional oath, was 
proclaimed king, and re-established the absolute rule of 
the monarch over the land. The forces of liberalism could 
not tolerate those actions, and a devastating civil war 
erupted in the country, which was to last for six years. 
The violent repression of the followers of liberalism led 
many into seeking exile in Europe. 
Meanwhile, the new regime closed almost two hundred 
schools, readmitted the Jesuits in 1829, who took control 
of the Royal College of Arts of Coimbra, in 1832. On April 
7, 1831, Emperor Pedro I of Brazil, faced with opposition 
at home, abdicated his imperial crown on his son, who 
became Pedro II of Brazil, and left for England (April 17, 
1831) to try to recuperate the throne of Portugal. In 
March of 1832, he assembled his forces in the Azorean 
island of Terceira, restored the Constitutional Charter, 
and formed a provisional government. 
The Constitutional Charter of 1826 was a document far 
more conservative than the previous constitution of 1822. 
Besides the three powers, legislative, executive, and 
judicial, it created another level, the moderating power, 
which was to be assumed by the king. In terms of educa- 
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tion, the Charter established the following policies: (a) 
primary education would be tuition-free; (b) colleges and 
universities for the study of sciences, letters, and arts 
would be created; (c) and literacy ceased to be a condition 
for the exercise of the right to vote (Rocha, 1984, p. 34). 
The liberal government in Terceira issued in March of 
1832 two important decrees: one restoring the right of any 
citizen to open schools, and another granting authority to 
the municipalities to do the same (decrees of March 29, 
April 24, and June 6, 1982) (Costa, 1900, p. 158). On July 
8, 1832, ex-emperor Pedro disembarked near Porto with a 
small army of some 7,500 men. The war between the two 
brothers was to last for two long years. On November 2, 
1833, Pedro's provisional government appointed a commission 
to prepare a project for the restructuring of public 
education in Portugal. On May 26, 1834, having defeated 
the forces of absolutism, peace was restored in the accord 
of Evora Monte, King Miguel went into exile in Austria, 
Pedro assumed the title of regent (August 31) and Portugal 
was secure for liberalism. Shortly after, on September 24, 
1834 however, ex-King, ex-Emperor, and now Regent Pedro 
died. He was thirty six years old (Ameal, 1974, pp. 591- 
614, Saraiva, 1979, pp. 282-284, Rocha, 1984, pp. 33-34). 
The victory of 1834 did not bring stability to the country. 
Supporters of the constitution of 1822, which established 
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the primacy of parliament over the king, fought the 
defenders of the Constitutional Charter of 1826, which had 
restored the political power of the monarch. A series of 
revolutions and counter-revolutions engulfed the land until 
1851. 
The provisional government of Dom Pedro had produced a 
sweeping set of political reforms, including the decree of 
May 28, 1834, which abolished the religious orders, and 
with them, many notable schools. Subsequent governments 
continued to move boldly. On May 13, 1835, the Minister of 
the Kingdom, Agostinho Jose Freire appointed a commission 
to develop a "provisional plan for immediate implementa¬ 
tion." This plan should, according to his instructions, 
include dispositions for the creation of elementary schools 
in all localities, and of preparatory schools in the 
district capitals, and for the definition of methodologies 
and textbooks (Rocha, 1984, p. 35). Shortly after, 
however, the government of Agostinho Jose Freire fell, and 
another, led by Rodrigo da Fonseca Magalhaes took over. 
On September 7, 1835, he published a decree reform-ing the 
Portuguese educational system: (a) the scope of elementary 
school instruction was enlarged to include reading, 
writing, grammar, arithmetic, linear drawing, civics, 
ethics, religion, political science, history, and 
geography; (b) all primary instruction was made tuition- 
free; (c) the administration and monitoring of the school 
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system was decentralized, with responsibilities shared by 
the central government, municipalities, and parishes; (d) 
teaching would be provided in accordance with the 
Lancastrian method; (e) any citizen would have the right 
to teach or open a school, provided that good and sound 
moral deportment could be certified by the munici-pality; 
(f) all localities with 400 to 1,500 dwellings would have a 
primary school, and those with 1,500 to 3,000 would have 
two schools; (g) all parents would be respons-ible for 
sending their children to school, as soon as they were 
seven years old. On this same date, another decree estab¬ 
lished the High Council for Public Education, to administer 
the national system of schools, under the presidency of the 
Minister of the Kingdom. These documents also improved the 
financial situation of teachers, by more than doubling 
their salary. Despite the progressive nature of this 
reform, there were some equally important omissions, 
specifically those relative to the education of women. 
These reforms, however, were never implemented, for two 
months after their publication, his government was replaced 
by another presided by Luiz de Mouzinho de Albu—querque, 
who on December 2, 1835, promulgated a decree suspending 
the implementation of the dispositions of the decrees of 
September 7, and of November 7 and 17, 1835. Around this 
time, a newspaper dedicated to the discussion of educa 
tional issues — the Jornal da Educagao (Journal of 
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Education) — initiated its publication (September, 1835). 
This periodical championed more modern methods of instruc¬ 
tion, such as those based on the writings of Pestallozzi, 
Gaultier, and others (Rocha, 1984, p. 38). 
Mouzinho de Albuquerque did not stay in power for a 
long time. On September 11, 1836, the left wing of the 
liberal party staged a revolt, replaced the Charter of 1826 
with the Constitution of 1822, and installed a new 
government, whose leading member was Passos Manuel. On 
November 15, 1836, a new educational reform was decreed by 
the new minister. This reform, developed under the 
orientation of Jose Alexandre de Campos and of Almeida 
Garrett, owed much to that of Fonseca Magalhaes: (a) 
elementary school teaching included reading, writing, 
arithmetic, civics, ethics, religion, Portuguese grammar, 
history, geography, constitutional studies, drawing, and 
physical education? (b) any citizen or social corporation 
could establish a school, provided that the civil author¬ 
ities were informed; (c) elementary schools for girls 
would be established in every district capital; (d) unlike 
the reform of Magalhaes, it established a centralized 
administrative model. 
Luiz Mouzinho de Albuquerque had projected a reform of 
the secondary system of education, which at the time of the 
revolution of 1820 was still following the system designed 
343 
by Pombal. in 1823 he had proposed the creation of a dual 
system of schools: secondary schools in the municipalities, 
where students would learn Portuguese and Latin languages, 
arithmetic, algebra, descriptive geometry, linear drawing, 
introduction to mechanics, and agriculture, and nine high 
schools (liceus), one in each province capital and two in 
Lisbon. In these high schools there would be instruction 
of Greek, French, English, logic, rhetoric, natural law, 
constitutional and legislative studies, physics, chemistry, 
history and geography. The secondary schools were designed 
to develop a cadre of future civil servants, while the high 
schools were organized to prepare students for admission to 
the university. The project of Albuquerque was never 
implemented, and it was with the reform of Passos Manuel 
(1836) that modern high schools were first opened in 
Portugal. The reform of 1836 established that: (a) a high 
school (liceu) would be instituted in every district 
capital; (b) any citizen or corporation could organize a 
secondary school; (c) a process was defined for the 
systematic replacement of the existing secondary schools 
(Pombaline model) with the new high schools; (d) the 
curriculum would include: Portuguese and Latin grammar, 
Portuguese and Latin classics, French, English, theology, 
general grammar, logic, universal morals, arithmetic, 
algebra, geometry, trigonometry, drawing, geography, 
chronology, history, physics, chemistry, applied mechanics 
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natural history, introduction to political economy, public 
administration and commerce, oratory, poetics, and classi¬ 
cal literature (Rocha, 1984, pp. 39, 50-54). The reform of 
1836 placed great importance on the teaching of sciences, 
on the use of libraries, botanical gardens, and labora¬ 
tories; it insisted on a methodology based on analysis 
rather than on synthesis; it prescribed a school func¬ 
tioning within a clean, healthy, and well situated environ¬ 
ment. Passos Manuel also reformed the university, created 
the schools of medicine and surgery, abolished the Royal 
College of Nobles and the Royal Naval Academy, and in their 
places created the Polytechnical School in Lisbon, and the 
Polytechnical Academy in Porto, restructured the old Aca¬ 
demy of Fortifications, which reappeared as the Military 
Academy, opened two vocational institutes, and reorganized 
the National Library in Lisbon. 
On April 4, 1838, a new constitution was promulgated, 
which tried to be a compromise between the Charter of 1826 
and the Constitution of 1822, but it pleased very few. The 
educational policies of the new constitution followed 
closely those of 1822. In 1838, one hundred elementary 
teaching positions were created, but all efforts did not 
seem sufficient to turn the tide of national illiteracy. 
The people did not yet see any correlation between 
education and a better life. Moreover, the political 
instability of the period did not allow for a systematic 
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implementation of the proposed educational reforms. By 
1844, only the high schools of Porto, Coimbra, and Lisbon 
were functioning. Despite everything, the politicians of 
liberalism saw clearly the inherent relationship between 
the survival of freedom and the education and development 
of the people. They wanted a system of education that 
would prepare the people for their effective intervention 
in the political life of the nation, and for their natural 
insertion in the new industrial state being fostered. 
On March 4, 1843, a piece of legislation was submitted 
to the Cortes, reforming the Portuguese educational system 
one more time. According to this reform, national 
education had the following objectives: physical, 
intellectual, and moral development; the preparation of 
industry workers, and of politically aware citizens: 
"the municipal government, the administra¬ 
tion of justice, the popular candidacies 
will never meet their objectives fully, 
until the people are educated, and literate, 
which are fundamental requisites for the 
exercise of the vote (in Rocha, 1984, p. 
41).46 
On September 20, 1844, Costa Cabral, who after another 
series of political turmoil had been appointed Minister of 
the Kingdom, promulgated the new educational act. The 
reform of Cabral reflected his spirit quite well: pragmatic 
and realistic. Saraiva (1979) said that he "was the first 
representative of political realism" (p. 297). Cabral, 
346 
‘■“r “ “• c~“ - ’»■«. 
an any other of his recent predecessors, and brought a 
measure of stabiUty and progress to the country. He was 
-re preoccupied with facts and viabie resuits than with 
ideologies. 
The educational reform of Costa Cabral stipulated 
that high schools would be established in every district 
and diocesan capital, and to insure the implementation of 
thus disposition, he ordered the use of ecclesiastical 
buildings, such as seminaries. Thus, in 1845, the high 
schools of Braga and Evora were added to those of Porto, 
Lisbon, and Coimbra, m 1848, high schools were opened in 
Santarem, Viseu, Angra, and Funchal. The high schools of 
Leiria, Castelo Branco, and Portalegre were also opened in 
rented buildings. In the school year of 1848-49, 2,242 
students were attending public high schools in the 
continent and in the islands, and 964 were matriculated in 
secondary schools annexed to the high schools. In 1849-50, 
this number was significantly increased: 1,702 students in 
public high schools, and 1,078 in the annexed schools 
(Rocha, 1984, pp. 59-60). The reform of Cabral reduced 
tuition to one-fifth, and adapted curricular offerings to 
the realities of the day. The scarcity of well trained 
science teachers led the legislator to cut many of the 
offerings in that area, but he reserved the option to re- 
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these courses once conations were more favorable 
^ curriculum of the cabraiian high school 
Portuguese and Latin grammar, latinity, arithmefcic 
algebra, geometry, rational and moral philosophy, in¬ 
duction to natural law, oratory, poetics, classical 
literature (especially Portuguese, , history, chronology, 
and geography. 
The political rule of Costa Cabral came to an end in 
1851, when another prominent figure of the period, Field- 
Marshall Saldanha, led the ultimate coup d-etat, the one 
that would end all coup d'etats, and assumed power for the 
fifth time. The political situation did indeed, enter into 
a long period of stability, which lasted for almost four 
decades. The political factions, tired of violence and 
strife, found a way to reconcile themselves to the national 
good, by forming two major parties - the Regenerators and 
the Progressives — which assumed power on a rotative 
manner. Under the leadership of Minister Fontes Pereira de 
Melo, the country entered into a period of rapid develop¬ 
ment. The telegraph and the railway crisscrossed the 
country, and linked Portugal with the other centers of 
European culture. Professional associations were organized: 
in 1853, the Industrial Association of Porto, and in 1860, 
the Association to Promote Manufacturing Industry of 
Lisbon. The first workers' unions were also founded: in 
1853, the Center to Promote the Betterment of the Working 
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install these courses once conditions were more favorable. 
The curriculum of the Cabralian high school included: 
Portuguese and Latin grammar, latinity, arithmetic, 
algebra, geometry, rational and moral philosophy, intro¬ 
duction to natural law, oratory, poetics, classical 
literature (especially Portuguese), history, chronology, 
and geography. 
The political rule of Costa Cabral came to an end in 
1851, when another prominent figure of the period, Field- 
Marshall Saldanha, led the ultimate coup d'etat, the one 
that would end all coup d'etats, and assumed power for the 
fifth time. The political situation did indeed, enter into 
a long period of stability, which lasted for almost four 
decades. The political factions, tired of violence and 
strife, found a way to reconcile themselves to the national 
good, by forming two major parties — the Regenerators and 
the Progressives — which assumed power on a rotative 
manner. Under the leadership of Minister Fontes Pereira de 
Melo, the country entered into a period of rapid develop¬ 
ment. The telegraph and the railway crisscrossed the 
country, and linked Portugal with the other centers of 
European culture. Professional associations were organized: 
in 1853, the Industrial Association of Porto, and in 1860, 
the Association to Promote Manufacturing Industry of 
Lisbon. The first workers' unions were also founded: in 
to Promote the Betterment of the Working 1853, the Center 
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Classes of Lisbon (Centro Promotor dos Melhoramentos das 
Classes Laboriosas de Lisboa), in 1857, the Gremio Popular, 
and in 1859, the Association for the Social Future 
(Associagao do Futuro Social), closed in 1860 for its 
militancy. 
The liberal revolution of 1820 had legislated and 
enforced the principle of freedom of expression, with the 
obvious result that the number of periodicals and 
newspapers grew considerably: in the 1860s 12 periodicals 
were founded; 43 in the 1870s; 74 in the 1880s; and 334 in 
the 1890s. The titles of the newspapers illustrated the 
issues of the day: The Progress, The Progressivist, and The 
Industrial Progress (1851), The Civilizer (1858), progress 
and Order (1864), the Voice of Progress (1864), 
Civilization and Progress (1865, socialist), The Century of 
Lights (1866), The Light of Reason (1867), Feminine 
Illustration (1868), The Reason (1871), Illustration of 
Childhood (1877). 
The major base of the political parties was the middle 
class, and after the Regeneration of 1851, there is a 
certain movement against the upper-bourgeoisie. The 
viscount of Almeida Garrett, one of the glories of 
Portuguese letters, man of society, statesman, and not 
always the most progressive of politicians, wrote around 
this time: 
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I ask the political economists, the 
moralists, if they have already calculated 
the number of individuals that must be 
condemned to misery, to disproportionate 
work, to demoralization, to infamy, to 
crapulous ignominy, to invincible disgrace, 
to absolute penury, to produce a rich man 
(in Rocha, 1984, p. 97).47 
The road to unrestrained capitalism, initiated in earnest 
in 1851 was not generally accepted. To the true liberal, 
excessive wealth infringed on the rights of other people. 
Education continued to occupy a prominent place in the 
national agenda. The progress, however, was felt more 
deeply in the two upper levels of schools, exactly those 
attended by the scions of the dominant classes. Elementary 
education lagged behind. The education of women had been 
one of the topics of a report of the General Council for 
Public Instruction in 1858. On August 19, 1859, the General 
Council sent a report to King Pedro V (son of Queen Maria 
II, who had died in 1853), where it was stated the urgent 
need to attend to elementary education: it stressed the 
need for opening a school besides every church; for two 
levels of elementary education; for itinerant teachers, to 
reach remote localities; for means to persuade parents of 
the benefits of education (Rocha, 1984, p. 99). On April 
22, 1862, the government submitted to the Cortes a project 
to create a permanent system of school inspections. Like 
many other educational proposals, it was not even discus- 
350 
sed. In the following year, 1863, the General Directorate 
of Public Instruction promoted another inspection of the 
I 
schools. On October 12, 1866, another order of the 
Directorate General to the civil governors, commissioners 
of studies, inspectors, and municipal administrators, 
stated: 
(...) public instruction and education, as a 
social duty, cannot and ought not to be an 
indifferent issue to the State, since the 
State has to find, with intelligent 
discretion, the equilibrium of the forces of 
society. (..) The nation is embryonic in the 
school (in Rocha, 1984, p. 101).48 
Despite the vagaries of political life and the extreme 
needs of the country, some progress took place in schools. 
The following figure gives us an idea of those educational 
efforts: 
Public Private 
Source: Costo (1900). Rocho (1984) 
Figure 2 
Growth of Public and Private Schools: 1772 1870 
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The graphic shows that the number of public schools 
increased consistently from the days of Pombal, except for 
the period which corresponds to the restoration of 
absolutism by D. Miguel. In spite of these great efforts, 
public schooling in Portugal was never capable of meeting 
the needs of the country. A chronic shortage of funds, the 
continuous political turmoil, the almost endemic inability 
of the Portuguese governments to build upon each others' 
work, prevented the national educational system from 
achieving its true potential. 
Secondary education continued to receive the attention 
of governmental officials and legislators. The law of 
March 16, 1854, made physical education compulsory in high 
schools. On August 12, 1854, another decree ordered the 
intensification of the study of mathematics. On February 
15, 1860, the National High School of Aveiro (Liceu Nacio- 
nal de Aveiro) was installed in the first public building 
specifically designed for that purpose. On April 10, 1860 
Fontes Pereira de Melo reorganized the secondary school 
system by stipulating the duration of five years for the 
general course of studies, according to the following 
schedule (Rocha, 1984, p. 113)t 
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Table 2 
Reform of Secondary Schools — 1860 
Hours per Week 
SUBJECTS School Years 
1 2 3 4 5 
Port, grammar, Port. Literature 6 
Latin Grammar 4 
Geography and history 2 
French: grammar, reading & transl. 4 
Linear drawing 4 4 2 
Readings on Port, authors 4 2 
Latin: transl., anal. & grammar 6 
Arithmetic 2 
French: readings & composition 4 
Latin: transl. & composition 4 
Recitation of Port, authors 2 
Geometry 6 
English: grammar, read., & transl. 4 2 
Mathematics 6 
Philosophy, Ethics, Natural Law 8 
Physics and Chemistry 2 
Oratory and poetics 8 
History and Geography 8 
Physics, Chemistry, Natural History 8 
The reform of 1860 brought secondary education very close 
to the initial plan of Passos Manuel (1836). On September 
9, 1863, Anselmo Brancaamp promulgated another educational 
reform, which would last for almost a decade (Rocha, 1984, 
p. 116): 
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Table 3 
Reform of Secondary Schools — 1863 
Hours per Week 
SUBJECTS School Years 
1 2 3 4 5 
Portuguese: grammar, Lit., writing 8 
French: grammar, red., trans., comp. 8 
Linear drawing 4 4 4 
Recit. Port, authors, anal, philol. 4 
Latin: grammar, read., transl., comp 8 
English: read., transl., literat. 8 
Arithmetic 2 
Latinity, Roman archeol. & mythol. 8 
Greek: grammar, read., & transl. 4 6 
Geometry of planes 6 
Geometry of space, alg.,trig. 8 
Chronology, geog. & history 8 
Oratory, poetics, rhetoric 6 
Classical Lit. (Port) composition 4 
Philosophy, Ethics, Nat. Law, logic 8 
Physics and Chemistry 8 
On December 31, 1868, the government of Sa da 
Bandeira-Bishop of Viseu decreed a new reform of the 
secondary school system, this time following the Prussian 
model, the ascendent power in Europe. This reform was not 
implemented, however, for on September 2, 1869, the 
government of the Duke of Louie suspended the decree of 
December 31, 1868, until the government and the Cortes 
approved a general reform of education. The reform of 
1868, however, was generally well accepted. It extended 
the program of studies for one more year, and offered a 
more streamlined version of the curriculum (Rocha, 1984, 
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Table 4 
Reform of Secondary Schools — 1868 
Hours per Week 
SUBJECTS School Years 
1 2 3 4 5 6 
Portuguese 6 2 3 2 2 
Logic 4.5 
Latin 6 6 6 5 4 1.5 
French 4 3 1.5 1.5 1.5 1.5 
Mathematics 4 3 6 6 3 3 
Geography and history 4 3 4 3 3 2 
Physics, chemistry, nat. history 2 2 5 4 4 
Caligraphy and linear drawing 6 4.5 3 
Greek 3 5 3 
German 5 3 3 
English (optional) 5 
The educational efforts of successive governments in 
the area of secondary education were never sufficient to 
overcome the serious obstacles to the modernization and the 
industrialization of the country. The budding system of 
secondary schools was not designed to produce the adequate 
number of technicians required for rapid and effective 
economic growth. The high schools were basically meant to 
prepare students toward admission to the university. 
Reform minded governments, such as those of Passos Manuel 
and Fontes Pereira de Melo, saw clearly the need for a true 
secondary, rather than preparatory system of education. 
They were convinced of the necessity for a secondary system 
organized and designed to prepare students for profession¬ 
al professional, rather than academic life. Passos Manuel, 
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as we have seen, created the Conservatories of Arts and 
Trades in Porto and in Lisbon (1836), and in 1852, the 
Minister for Public Works, Commerce and Industry, Fontes 
Pereira de Melo, reformed them, creating a three tiered 
system of vocational education: (a) elementary: to in¬ 
struct students in basic education; (b) secondary; to make 
students proficient in the elements of a specific craft; 
(c) complementary: to provide students with advanced 
training in his chosen trade. Upon conclusion of this 
course of studies, students would be certified in specific 
vocational fields. Subsequent ministers reformed and 
expanded this system: Abreu e Sousa in 1864, D. Antonio da 
Costa in 1870, Antonio Augusto de Aguiar in 1884, 
Joao Franco in 1894, Brito Camacho in 1911, Azevedo Neves 
in 1918. 
All of these efforts in technical and classical 
education were never so thorough, nor so radical as to be 
able to stem the growing developmental gap between Portugal 
and central Europe. Culturally, however, the Portugal of 
the XIXth century produced an intense, prolific, and truly 
glorious literary and artistic explosion of life, compara¬ 
ble, if not superior, to that of the XVIth century. This 
cultural elite of writers, poets, thinkers, and artists 
exerted a tremendous influence on the cultural and educa¬ 
tional development of the country. Men, like Almeida 
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Garrett and Alexandre Herculano, two soldiers of the 
liberal army of Dom Pedro, established, through their 
writings and political action, the basis of modern and 
liberal schooling; others, such as Antonio Feliciano de 
Castilho, Amaral Cirne, Joao de Deus, used their highly 
trained and creative minds to develop teaching 
methodologies; still others, like Ega de Queiros, Ramalho 
Ortigao, and Antero de Quental pointed out incisive-ly and 
consistently the backwardness of the country, casti-gated 
regimes and politicians for their shortsightedness and 
general incompetence, and volunteered more challenging 
paradigms of political and educational action. 
The decades between 1870 and 1926 saw an enormously 
dynamic intellectual, cultural, and political activity. 
The unbridled growth of capitalism, and its consequent 
social changes, began to be countermanded by the appearance 
of new political and sociological theories, ranging from 
the anarchism of Proudhon to the socialism of Marx. On May 
22, 1981, Antero de Quental initiated a cycle of confer¬ 
ences, which came to be known as the Conferences of the 
Casino, with a lecture on The Spirit, of the Conferences^ 
which he followed on the 27th with another on the Cause of 
the Decadence of the Peoples of the Peninsula during the 
Last two Centuries; these were identified by him as the 
Catholicism of the counter-reformation, the military 
conquests overseas, and monarchical absolutism which had 
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destroyed the freedoms of the Middle Ages. As remedies he 
offered the humanism of science and philosophy, a reorgani¬ 
zation of labor conducive to the establishment of industri¬ 
al socialism, and the creation of a republican federation. 
Antero was followed by Augusto Soromenho, who, on June 5, 
spoke about Contemporary Portuguese Literature. by Ega de 
Queiros, who discoursed, on June 12, about The New Litera¬ 
ture : Realism as a New Artistic Expression, and by Adolfo 
Coelho, who, on June 19, in his conference on Education 
unmercifully castigated the educational system. The gov- 
government felt that the speakers had gone too far and 
prohibited further such impassioned outbursts. 
These lectures established, however, an intellectual 
landmark, and they reflected the impatience and growing 
intolerance of political regimes incapable of bringing the 
country to its rightful place in the society of developed 
nations. This growing intolerance brought also a certain 
amount of political polarization and governmental insta¬ 
bility. In 1868, there had been popular insurrections, 
which had as its immediate cause, the levy of a new tax. 
A series of short-lived governments followed, one of them, 
the result of a coup led by the aging Field-Marshall 
Saldanha, by then eighty years old, but with undiminished 
energy and flair for the dramatic. Saldanha brought one of 
his nephews to the government, D. Antonio da Costa de 
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Sousa de Macedo. D. Antonio da Costa, whose history of 
education has been largely quoted in this work, was a scion 
of one the grandest Portuguese families, a great-grandson 
of the Marquis of Pombal, and a dedicated and passionate 
promoter of public education. It was due to his efforts 
in this government that the first Ministry for Public 
Instruction was created with him as its first titular. 
The activity of this ministry during the sixty nine days 
of its existence was truly remarkable. The following 
reforms were promulgated: freedom to open elementary and 
secondary schools; establishment of the bases for private 
universities; institution of popular libraries; complete 
reform and expansion of schools for female students; 
reorganization of the national theatrical establishment; 
complete reform of the national system of elementary 
education. The fall of the Saldanha dictatorship prevented 
other reforms from being promulgated, namely that of 
secondary schools. D. Antonio da Costa (1900) did not 
govern long enough to see the implementation of his 
reforms, but his educational plans reflected many of the 
new ideas and aspirations espoused by the generation of the 
1870s. As he wrote: 
[The educational reform] Proclaimed physical 
education to reinvigorate the health of 
these rachitic and indolent generations, 
political education, professional education, 
especially agricultural; it instituted 
decentralization, and initiated the totally 
new principle of "school capital" for the 
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endowment and future independence of 
schools; it established the equality of the 
two genders in terms of education; it 
intended the education of the man by the 
woman; it opened to the teaching profession 
(...) a new career full of incentives; it 
made schooling compulsory (...); it improved 
the conditions of instruction through a 
system of inspection; established the 
necessary means to augment the school 
capital in each locality, and through these 
and other measures, it supported the 
national freedom in the education of the 
people, to promote a radical transformation 
of Portuguese society (p. 225).49 
The study of the educational policies of his ancestor, the 
Great Marquis, must have convinced D. Antonio da Costa that 
one of the great, perhaps the greatest, impediment to the 
full implementation of school reform was the chronic 
shortage of funds, and one of the cornerstones of his 
reform plan was indeed the endowment of the schools with 
adequate and independent sources of income. 
On August 16, 1870, in the preamble to the decree 
reforming elementary education, addressed to King Luiz I, 
D. Antonio da Costa wrote; 
The question of public education is (let 
us say it frankly) the vital question of 
a nation. However, we must confess with 
sorrow that national instruction (and in 
this point we refer mainly to primary 
instruction, the most essential component 
of public instruction, since it does not 
affect one class, but the whole nation) is 
among us at a great distance, not only o 
its prescribed principles, but also of theQ 
reality in other countries (pp. 263-264). 


